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The  Sections  into  which  this  work  is  divided  have  been 
written^  with  two  exceptions^  by  men  distinguished  at  their 
several  Universities ^  and  possessed  of  large  experience  either  as 
teachers  or  examiners.  The  Section  on  Class  Teaching  and 
that  on  Apparatus  is  the  work  in  ecuh  case  of  a  Lecturer  on 
Method  at  one  of  the  larger  Training  Colleges, 

The  writers  have  endeavoured  in  each  case  to  connect  the 
practice  of  teaching  with  the  fundamental  principles  on  which 
it  should  resty  and  to  bear  in  mind  the  capacities  and  needs 
of  the  particular  cIclss  of  readers  for  which  this  Manual  is 
specially  intended.  The  chapters  have  been  broken  up  into 
short  paragraphs y  with  conspicuous  headings^  and  simplicity 
of  language  has  beat  uniformly  aimed  at. 

In  order  to  obtain  greater  clearness  and  precision j  and 
to  save  cross-reference  from  one  Section  to  another ^  each  subject 
hcts  been  treated  independently ,  and  is  complete  in  itself  This 
independence  of  authorship  hcLs  necessarily  caused  some  repe- 
tition  of  matter,  but  it  will  be  seen  that  this  slight  addition 
to  the  bulk  of  the  whole  has  largely  contributed  tQ  the  definite- 
ness  and  completeness  of  the  separate  parts. 
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SECTION    I. 

THE  CULTIVATION  OF  THE  SENSES. 


CHAPTER  I. 
INTRODUCTION. 

Here  is  a  new-bom  infant  lying  in  its  cradle.  The  physical 
mechanism  of  its  body  is  complete  in  all  its  parts  and  already 
in  motion.  It  has  organs  of  sight,  hearing,  touch,  taste,  and 
smell.  It  has  nerves  to  convey  the  impressions  made  on 
those  organs  to, its  brain,  and  other  nerves  to  direct  its 
movements.  But  as  yet,  so  far  as  knowledge  of  the  external 
world  is  concerned,  its  mind  is  a  perfect  blank,  like  this 
sheet  of  paper  was  before  it  was  printed  on.  Impressions 
are  made  upon  its*  senses  ;  images  are  formed  on  the  retina 
of  its  open  eyes,  sounds  are  conveyed  to  its  ears ;  bodies  are 
in  contact  with  its  skin ;  odours  reach  its  nostrils ;  flavours 
affect  its  tongue  ;  but  none  of  the  impressions  thus  made 
are  identified,  and  consequently  are  not  known.  And  as  it 
has  no  knowledge,  ^or  it  has  no  will  Its  movements  are 
involuntary. 

Here  is  the  same  child  now  grown  into  a  man.  He  has 
the  same  organs  of  mind  and  body,  no  more  and  no  less, 
as  when  he  lay  a  helpless  infant  in  the  cradle ;  yet  his  senses 
are  now  so  acute  that  he  can  perceive  the  slightest  diffier- 
ences  between  the  impressions  made  upon  them ;  he  recog- 
nises the  objects  by  which  he  is  surrounded  ;  he  is  fanuliar 
with  their  qualities,  their  parts,  .their  composition,  and  the 
^ws  to  which  they  are  subject ;  his  mind  is  stored  with  a 


\ 


2  THE  CULTIVATION   OF  THE  SENSES. 

wide  variety  of  ideas,  some  simple  and  some  complex  ;  he 
is  able  to  summon  up  these  ideas  at  his  will,  and  to  combine 
them  into  new  groups  ;  and  he  can  express  his  knowledge 
and  the  results  of  his  mental  operations  in  language.  He  is 
familiar  with  events  that  happened  thousands  of  years  ago, 
and  with  scenes  and  objects  that  he  has  never  beheld.  He 
is  able  to  reason  from  what  he  has  observed,  and  from  what 
he  has  learned  through  the  observations  of  others.  He  can 
devise  or  employ  means  to  attain  what  might  seem  the  most 
unattainable  ends.  He  is,  for  instance,  able  to  ascertain  in 
his  own  study  the  composition  of  the  sim ;  he  can  send  a 
message  that  shall  fly  with  instantaneous  rapidity  to  the  ends 
of  the  earth ;  he  can  control  and  utilise  what  might  seem  to 
be  some  of  the  most  unmanageable  forces  of  nature.  Simul- 
taneously with  this  acquisition  of  knowledge,  he  has  gained 
the  power  of  directing  his  conduct  under  the  guidance  of 
his  reason  ;  he  has  formed  habits  by  which  his  various  bodily 
and  mental  operations  are  performed  with  ease  and  regu- 
larity; his  conduct  has  come  largely  under  the  influence  of 
desires  and  affections ;  he  has  a  sense  of  duty  and  responsi- 
bility ;  he  has  acquired  a  knowledge  of  a  world  beyond  the 
range  of  his  senses,  and  of  the  unseen  Creator  and  Ruler  of 
the  universe,  whom  he  worships  and  obeys,  and  with  whom 
he  holds  constant  communion. 

The  purpose  of  this  little  treatise  will  be  to  trace,  in  a 
simple  way,  the  various  ways  by  which  the  more  important 
of  these  marvellous  changes  have  been  wrought,  and  to 
ascertain,  in  particular,  the  laws  of  mental  development, 
with  a  view  to  their  practical  application  in  education.  The 
teacher  has  not  merely  to  communicate  appropriate  know- 
ledge to  his  pupils,  he  has  to  educate  them,  i.e.  to  Mng 
out  their  latent  powers  :  and  all  his  teaching  must  be 
regulated  by  what  children  are.  He  cannot  impart  any 
new  faculties  to  them,  or  alter  the  order  in  which  their 
faculties  are  naturally  developed.  Even  the  knowledge 
which  he  communicates  to  them  they  can  only  grasp  and 
"nsimilate  in  accordance  with  the  immutable  laws  of  the 
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hum^i  mind.  A  little  reflection  will  show  the  teacher 
that  education  does  not  stand  alone  in  this  respect,  but 
that  all  human  operations  are  similarly  limited  by  law. 
The  potter  may  seem  to  be  able  to  give  what  shape  he 
likes  to  the  vessel  which  he  is  making,  but  even  he  is 
limited  in  the  exercise  of  his  will  by  the  nature  of  the 
material  in  which  he  works.  He  cannot  deal  with  clay 
as  though  it  were  wood  or  marble.  He  must  have  regard 
to  the  conditions  of  its  plasticity,  to  its  power  of  supporting 
its  own  weight  while  it  is  still  soft  and  plastic,  and  to  the 
effects  which  the  Tieat  of  the  furnace  will  have  upon  it.  So 
the  teacher  may  seem  to  be  able  to  mould  a  child  as  he 
wills,  but,  as  a  matter  of  fact,  he  can  mould  it  only  in 
accordance  with  the  laws  of  its  being.  He  cannot  give  it  a 
new  nature.  He  can  only  utilise  laws  that  already  exist, 
and  any  violation  or  disregard  of  those  laws  is  sure  to  be 
defeated  and  punished.  He  might  as  well  try  to  make  a 
rope  out  of  sand,  or  carry  water  in  a  sieve,  or  keep  an  un- 
supported stone  from  falling,  as  try  to  successfully  defeat  the 
laws  of  a  child's  being.  All  such  endeavours  are  doomed, 
from  the  nature  of  the  case,  to  utter  failure,  and,  in  the  case 
of  education,  must  be  productive  of  disastrous  consequences. 
Many  a  child  is  ruined  for  life,  and  many  children  are  robbed 
even  of  life  itself,  by  the  errors  of  parents  and  teachers  that 
originate  in  ignorance  of  the  laws  of  child-life. 

Value  of  some  knowledge  of  human  physio- 
logy and  mental  science  to  the  teacher. — It   is 

clear,  therefore,  that  the  teacher  should  know  something  of 
the  physical  and  mental  laws  of  the  child  he  is  going  to 
educate,  not  only  that  he  may  avoid  running  counter  to 
nature,  />.  to  God's  intention  as  seen  in  natural  laws, 
butr  that  he  may  have  the  momentum  of  nature  on  his  side. 
Systems  and  methods  of  education  are  perfect  in  exact  pro- 
portioh  as  they  utilise  natural  laws ;  and  it  is  the  study  of 
these  laws'^which  can  alone  create  a  science  of  education. 

-         -  B  2 
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The  teacher  who  disregards  scientific  principles  must 
either  blindly  follow  the  practice  of  others,  reproducing  their 
methods,  whether  good  or  bad,  without  discrimination,  or 
stumble  along  from  one  blunder  to  another  until,  at  last,  he 
chances  on  some  method  that  proves  to  be  successful 
because  it  happens  to  fall  in  with  natural  laws.  When  he 
ceases  to  reason  upon  the  grounds  of  his  practice,  he  de- 
grades his  profession  into  a  mere  mechanical  craft.  Edu- 
cation demands  intelligence  from  the  teacher  at  every  stage 
of  its  conduct :  intelligent  observation  of  the  facts  of 
child-life,  intelligent  generalisations  from  them,  intelligent 
consideration  of  the  relative  value  of  various  kinds  of 
knowledge,  intelligent  application  of  principles,  and  intelli- 
gent investigation  of  the  causes  of  failure  or  success. 

Education  an  inductive  science. — Now  the  first 
wish  of  a  young  teacher,  alive  to  the  importance  of  study- 
ing the  science  of  education,  will  probably  be  to  procure 
a  book  in  which  the  principles  of  the  science  of  education 
are  clearly  set  forth;  but,  while  such  a  book  may  be  of 
vast  service  to  him,  in  showing  him  the  kinds  of  facts 
which  he  should  observe,  and  the  conclusions  which  have 
been  drawn  from  them  by  writers  who  have  paid  special 
attention  to  the  subject,  nothing  can  compensate  the  ab- 
sence of  original  observation  and  reflection.  Education  is 
an  inductive  science,  and  the  student  of  it  must  observe  for 
himself  and  reflect  for  himself  before  he  can  attain  to  a 
thorough  comprehension  of  its  principles,  or  make  a  profit- 
able application  of  them  in  his  daily  work.  Just  as  the 
would-be  botanist  must  not  content  himself  with  reading 
other  people's  descriptions  of  plants,  or  witji  the  examination 
of  diagrams  and  cut-and-dried  specimens,  but  must  go  out 
into  the  woods  and  fields  and  lanes  and  observe  plants  for 
himself,  as  they  live  and  grow,  so  must  the  teacher,  who 
would  be  conversant  with  the  science  of  education,  make 
himself  thoroughly  familiar,  at  the  first  hand,  wi^h  the  facts 
of  child- life.    He  must  watch  children  when  they  are  left  tg 
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themselves  ;  he  must  note  the  ways  in  which  they  amuse 
themselves,  remembering  that  play  is  to  them  their  most 
earnest  occupation ;  he  must  observe  their  primitive  instincts, 
and  how  those  instincts  are  naturally  gratified ;  he  must  pay 
special  heed  to  the  ways  in  which  they,  consciously  or 
unconsciously,  become  acquainted  with  the  facts  of  the 
world  around  them  ;  to  their  first  endeavours  at  speech,  as 
reflecting  the  operations  that  are  passing  through  their  minds ; 
to  their  questions ;  to  the  order  in  which  their  faculties 
develope ;  and  to  the  motives  which  exert  the  most  powerful 
and  healthy  influence  upon  their  conduct.  He  need  not  go 
far  to  find  fitting  objects  for  his  study.  Any  little  child  into 
whose  confidence  he  can,  by  love  and  sympathy,  insinuate 
himself,  will  afford  him  infinite  room  for  observation  and 
reflection,  which  he  will  be  able  to  turn  to  profitable  account. 
When  no  other  mind  is  at  hand,  let  him  observe  and  interro- 
gate his  own.  Let  him  ask  himself  the  means  by  which  he 
came  by  this  idea  or  that ;  how  he  remembers  this,  and  why 
he  has  forgotten  that ;  what  faculties  he  emplo)rs  in  one 
operation,  and  what  in  another ;  why,  in  his  own  studies, 
one  method  of  learning  succeeds  and  another  does  not,  ana 
so  on. 

He  will  find  that  though  this  subject  may  seem  hard  and 
dry  in  a  book,  it  is  fraught  with  interest  when  the  mind  is 
kept  constantly  in  contact  with  living  facts.  He  will  find, 
too,  that  though  he  may  not  see  at  once  the  practical  appli- 
cation of  the  truths  which  he  in  this  way  acquires,  they  will 
gradually  affect  his  teaching.  In  order  to  obtain  the  com- 
mand over  Nature,  he  will  obey  her.  He  may  not  discover 
any  new  method  of  teaching,  although  there  is  much  more 
yet  to  be  done  than  most  people  imagine  to  bring  our  s)rs- 
tems  of  teaching  into  accord  with  natural  laws ;  but  he  will 
inevitably  teach  more  intelligently,  whether  he  pursues 
judiciously  selected  old  methods  or  strikes  out  paths  of  hts 
own^  for  the  simple  reason  that  he  knows  what  he  is  doing, 
and  why  he  is  doing  it. 
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CHAPTER  XL     , 
THE     SENSES. 

All  our  knowledge  of  the  world  around  us  is  derived,  in  the 
first  place,  from  the  evidence  of  our  senses,  which  have  been 
happily  named  *  the  five  gateways  of  knowledge/  and  it  is 
with  the  cultivation  of  the  senses  that  education  must  begin. 
*  The  famous  town  of  Man-soul,'  says  John  Bunyan,  *  had 
five  gates,  in  at  which  to  come  and  out  at  which  to  go,  and 
these  were  made  likewise  answerable  to  the  walls, — to  wit, 
impregnable,  and  such  as  never  could  be  opened  nor  forced 
but  by  the  will  or  leave  of  those  within.  The  names  of  the 
gates  were  these :  Ear-gate,  Eye-gate,  Moiith-gate,  Nose- 
gate,  and  Feel-gate.' 

Let  us,  before  we  proceed  any  further,  examine  these 
gateways  ;  and  here  it  may  be  remarked  that  we  shall  learn 
a  great  deal  of  the  way  in  which  a  child  gets  its  ideas  by 
observing  how  we  adults  get  our  own. 

Taste. — The  sense  of  taste  enables  us  to  distinguish 
one  kind  of  food  from  another,  and  to  ascertain,  to  some 
extent,  whether  the  food  we  eat  will  agree  with  us  or  not. 
Its  organ  is  the  tongue,  which  has  distributed  over  its  upper 
surface  little  projections  connected  by  nerves  with  the 
brain.  The  most  sensitive  parts  of  the  tongue  are  its  base, 
sides,  and  tip. 

Ideas  derived  through  the  sense  of  taste.— Tastes 

may  be  classified  (i)  with  regard  to  the  stomach,  as  palate- 
able  and  unpalaleable ;  (2)  with  regard  to  the  taste  proper, 
as  sweet  or  bitter ;  (3)  with  regard  to  certain  effectaiwhich 
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they  have  on  the  nerves  of  touchy  as  acid,  alkaline,  saline, 
astringent,  biting ;  and  (4)  with  regard  to  certain  classes  of 
objects  with  which  they  are  commonly  associated,  as  watery, 
vinous,  spicy,  chalybeate. 

Nearly  every  article  of  food  has  a  distinct  flavour  which 
enables  us  to  recognise  it,  if  it  be  familiar  to  us  ;  or  to  de- 
tect its  presence,  if  it  be  unfamiliar  to  us,  by  the  taste  alone. 
Solids  do  not  readily  yield  their  flavour  until  they  are 
moistened,  and  the  tongue  itself  loses  its  sensibility  when  it 
is  dry  and  parched. 

It  is  not  known  Juyw  flavour  afiects  the  nerves  of  the 
tongue ;  but  it  is  probable  that  it  is  through  some  chemical 
action. 

The  sense  of  taste  may  be  highly  cultivated,  as  we  see  in 
the  case  of  persons  whose  business  it  is  to  taste  wines  and 
teas.  An  inexperienced  person  would  find  some  difliculty 
in  distinguishing  one  sherry  from  another,  but  a  wine-taster 
will  not  only  distinguish  them,  he  will  tell  you,  perhaps,  the 
precise  district  from  which  they  came,  and  the  very  year  in 
which  they  were  made. 

But  the  sense  of  taste  cannot  be  made  much  use  of  in 
formal  education.  *  Helpless,  selfish  and  exacting,  the  de- 
pendent of  the  other  senses,  and  the  servant  of  the  body 
rather  than  of  the  soul^  it  links  us  more  with  the  lower 
animals  than  with  higher  existences,  and  has  no  elements  of 
ethereality  about  it' — (Dr.  G.  Wilson.) 

Smell. — The  sense  of  smell  enables  us  to  discriminate 
the  air  taken  into  the  lungs,  just  as  the  tongue,  which  has 
been  called  '  the  stomach  begun,'  enables  us  to  discriminate 
the  food  taken  into  the  stomach.  Its  organ  is  the  nose, 
which  is  lined  with  a  soft,  moist,  velvety  membrane,  con- 
nected by  nerves  known  as  the  olfactory  nerves  (from  Latin, 
olfadoy  to  smell),  and  by  branches  of  another  nerve  known 
as  thejifth.  It  is  on  the  former  that  odours  proper  act ;  on  the 
latter  act  pungent  vapours  such  as  hartshorn^  strong  adds,  etc. 
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Ideas  derived  through  the  sense  of  smell.— 

Odours  may  be  classified  (i)  with  regard  to  the  lungs,  as 
fresh,  close,  exhilarating,  stifling;  (2)  with  regard  to  the 
smell  proper,  as  sweet,  offensive,  nasty ;  (3)  with  regard  to 
the  nerves  of  touch,  as  pungent,  acrid,  etc. ;  and  (4)  with 
regard  to  certain  objects  and  processes  with  which  they  are 
most  commonly  associated,  as  fishy,  briny,  spicy,  cheesy, 
musty,  rotten,  etc.  The  mode  in  which  the  organ  of  smell 
acts  is  unknown.  All  we  can  say  is  that  the  air  brings  the 
volatile  odorous  matter  into  contact  with  the  various  branches 
of  the  nerves  of  smell,  and  that  in  some  way  or  other  these 
nerves  convey  the  impression  to  the  brain. 

The  sense  of  smell  is  more  highly  developed  in  many 
of  the'  lower  animals  than  in  man ;  but  even  in  man  it  is 
capable  of  a  high  degree  of  cultivation,  as  we  may  see  in 
the  case  of  persons  whose  business  it  is  to  distinguish  nice 
differences  of  odour.  The  tobacco-dealer,  the  botanist,  the 
wine-dealer,  and  the  perfume-maker  can  detect  differences 
of  odour  which  ordinary  people  could  not  perceive. 

The  sensations  of  smell  are  very  marked  whilst  they 
last,  but  they  are,  comparatively  speaking,  rare  and  tran- 
sient The  odours  which  produce  them  are  all  of  a  gaseous 
or  volatile  nature,  and,  for  the  most  part,  quickly  pass 
away. 

Touch. — The  organ  of  touch  is  the  skin,  which  contains 
under  the  cuticle  little  projections  called  papillae,  connected 
by  nerves  with  the  brain.  These  papillae  are  spread  over 
the  whole  surface  of  the  skin,  but  are  most  numerous  on  the 
tips  of  the  fingers,  the  palms  of  the  hands,  and  the  soles  of 
the  feet  The  sense  of  touch  operates  hy  pressure  or  simple 
contact. 

Ideas  derived  through  the  sense  of  touch.— The 

sense  of  touch  enables  us  to  ascertain  the  form,  siuface, 
and  temperature^  and — ^in  combination  with  muscular  feeling 
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— the  resistance,  weight  and  pressure,  of  bodies  submitted 
to  it  Sensations  of  touch  may  be  classified  (i)  with  regard 
to  the  pleasiure  or  pain  which  accompanies  them,  as  agree- 
able, disagreeable ;  (2)  with  regard  to  the  peculiar  feelings 
produced  by  different  temperatures,  as  hot,  cold,  luke- 
warm, chilly  j  (3)  with  regard  to  various  peculiar  sensations 
of  the  skin  produced  by  the  action  of  external  bodies,  as 
chafing,  pricking,  fretting,  tickling ;  (4)  with  regard  to  sin- 
gularity or  plurality  of  points  of  contact ;  (5)  with  regard  to 
pressure,  as  heavy,  light ;  (6)  with  regard  to  resistance,  as 
hard,  soft,  firm,  yielding,  solid,  liquid,  elastic,  plastic  ; 
(7)  with  regard  to  surface,  as  rough,  smooth,  wavy,  dimpled, 
pitted;  and  (8)  with  regard  to  extension,'  as  straight,  curved, 
crooked,  square,  oblong,  triangle,  cube,  pyramid,  sphere,  etc 
Some  of  these  ideas  are  of  such  vast  importance  in  men- 
tal development,  that  it  may  be  worth  while  to  examine  into 
them  a  little  more  closely. 

Plurality  of  points  of  contact.  —  A  distinctive 
feature  in  the  sense  of  touch,  as  compared  with  taste  and 
smell,  is  the  consciousness  which  may  accompany  it  of  a 
plurality  of  points ;  Le,  of  an  extended  surface  in  the  object 
submitted  to  it.  A  taste  or  an  odour  presents  itself  to  us 
as  a  whole  and  undivided  sensation,  although  it  is  really  not 
so,  the  separate  sensations  occurring  so  closely  together  that 
we  are  not  conscious  of  their  separation ;  but  touch  may 
afford  us  a  manifold  sensation.  Smell  a  rose  and  the  sensa- 
tion is  single ;  place  your  hand  on  the  bristle  side  of  a  hair- 
brush, and  you  are  conscious  of  a  multiplicity  of  separate 
points.  You  experience  the  same  sensation,  in  a  less  de- 
gree, when  you  place  your  hand  on  a  smooth  siuface. 

This  simultaneous  consciousness  of  a  plurality  of  points 
helps  to  give  us  ideas  of  extension,  form,  and  surface.    Feel 

*  Extension  is  that  property  of  matter  in  virtue  of  which  it  occupies 
space.  It  relates  to  the  qualities  of  dimension,  viz.  :  lengt:h.,  bieaoSivi 
and  thickness  ;  and  may  be  classified  as  linear,  supeifvcVal,  otxid  cxiXstf:^. 


lO  THE  CULTIVATION  OF  THE  SENSES. 

a  body  that  can  be  covered  by  the  hand, — or,  still  better,  by 
the  finger, — and  you  can  tell  fairly  well  by  touch  alone  what 
is  its  shap^  and  what  is  the  character  of  its  surface :  you 
can  tell  whether  it  is  round,  or  square,  or  oval ';  and  whether 
the  points  on  its  surface  are  many  or  few,  sharp  or  blunt. 
These  discoveries  are,  of  course,  facilitated  by  moving  the 
hand  over  and  around  the  bodies  examined ;  but  here  mus- 
cular feeling  comes  to  the  assistance  of  touch.  We  judge  of 
the  outline  and  surface  pardy  by  the  resistances  we  ex- 
perience in  passing  our  hands  over  them. 

Pressure,  resistance,  and  weight.  —  When  a 
weight  rests  upon  any  portion  of  the  skin  we  are  conscious  of 
a  compression  of  the  part  of  the  body  affected  by  it.  If 
the  part  of  the  body  be  unsupported,  we  are  further  con- 
scious of  an  expenditure  of  muscular  energy.  For  instance, 
if  a  weight  be  placed  on  your  outstretched  hand  when  it 
rests  upon  the  table,  you  are  conscious  of  a  pressure  propor- 
tionate to  the  weight ;  if  your  hand  be  not  supported,  you 
are  further  conscious  of  an  effort  expended  in  sustaining  the 
weight.  The  degree  of  pressure,  and  the  amount  of  energy 
expended,  enable  us  to  roughly  estimate  weights.  *  Weber 
found  that  the  tips  of  the  fingers  [the  hand  being  sup- 
ported] could  discriminate  between  20  ozs.  and  19.2  ozs., 
and  the  forearm  20  ozs.  firom  18.7  ozs.'  (Bain.)  An  ordi- 
nary person  can  discriminate  with  the  unsupported  arm 
between  39  and  40  ozs. 

But  we  are  mainly  indebted  for  our  ideas  of  pressure, 
resistance,  and  weight,  to  the  consciousness  that  accompanies 
muscular  effort.  That  consciousness  informs  us  (i)  of  the 
degree  of  the  effort;  (2)  of  the  time  during  which  it  lasts,  in 
the  case  of  muscular  movements  ;  (3)  of  the  space  through 
which  the  effort  is  made ;  and  (4)  of  the  speed  with  which  it 
is  made. 

Extension. — ^When  we  move  our  hand  over  an  object 
we  are  conscious  (i)  of  a  plurality  and  a  succession  of  points 
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in  the  object,  and  (2)  of  the  expenditure  of  a  certain  amount 
of  muscular  energy  in  passing  from  point  to  point  This 
pluraUty  and  continuity  of  sensations  of  touch,  together 
with  simultaneous  muscular  efforts  and  visual  impressions, 
help  to  give  us  our  ideas  of  extension  and  form. 

A  blind  child  might  have  distinct  ideas  of  extension. 
By  passing  its  finger  along  the  edge  of  a  ruler,  it  might  get 
the  idea  of  linear  extension,  />.  of  a  continuous  succession 
of  points  in  a  line.  By  extending  its  hand  over  the  surface 
of  a  slate  it  might  get  the  idea  of  superficial  extension, 
i,e.  of  the  continuous  succession  of  points  presented  by  the 
same  body  in  two  different  directions.  By  extending  the 
hand  over  the  sides  and  back  of  a  book  it  might  get  an  idea 
of  cubical  extension.  The  flexibiUty  of  the  fingers,  enabling 
the  hand  to  close  round  a  body,  and  the  possession  of  two 
hands,  enabling  us  to  touch  two  sides  of  a  body  simultane- 
ously, greatly  facilitate  the  acquisition  of  ideas  of  cubical 
extension. 

Form,  size,  situation,  distance  and  direction  are 

only  various  modes  of  extension. 

Ideas  of  form  maybe  derived  from  noting  (i)  the  suc- 
cession of  points  presented  to  the  touch  in  following  the 
outline  of  an  object,  and  (2)  the  muscular  efforts  simultane- 
ously required  to  direct  the  hand. 

The  size  of  an  object  cannot  be  precisely  determined  by 
the  sense  of  touch.  A  hole  in  a  tooth,  that  would  be 
scarcely  perceptible  to  the  finger,  seems  a  considerable 
cavity  when  touched  by  the  tip  of  the  tongue.  The  points 
of  a  pair  of  compasses,  when  drawn  over  the  skin,  will  seem 
to  widen  or  contract  according  as  they  are  drawn  respectively 
over  the  more  or  less  sensitive  parts  of  the  skin.  Ideas  of 
size  may  be  obtained  by  noting  the  muscular  effort  required 
in  passing  the  hand  round  the  bodies  examined,  and  com- 
parii;ig  it  with  the  times  occupied  in  the  process. 

Ideas  of  distance  may  be  obtained  from.  tJaa  ^xosssas^ 


12  THE  CULTIVATION  OF  THE  SENSES. 

muscular  effort  required  in  (i)  passing  the  hand  from  one 
extremity  of  the  distance  measured  to  the  other ;  or  (2)  in 
going  from  the  one  point  to  the  other ;  or  (3)  in  directing 
the  eye  from  one  point  to  the  other. 

Ideas  of  direction  and  situation,  i.e,  of  place  relatively 
to  oiurselves  and  to  other  things,  may  be  derived  from  noting 
the  particular  muscular  efforts  needed  to  pass  from  one 
point  to  another.  For  instance,  I  am  conscious  of  employ- 
ing one  set  of  muscles  in  passing  my  hand  from  my  body  to 
this  page,  and  of  another  set  in  passing  from  the  top  of  this 
page  to  the  bottom. 

It  might  seem  to  the  young  student  that  the  origin  of 
some  of  these  ideas  might  be  more  easily  accounted  for  by 
referring  them  to  sight  rather  than  touch ;  but,  as  we  shall 
see  hereafter,  many  properties  of  things  which  we  seem  to 
see  directly  with  the  eye,  we  really  learn  by  a  comparison  of 
the  impressions  made  by  sight  and  touch.  It  will,  of  course, 
be  remembered  that  a  child  often  employs  different  senses 
simultaneously  on  the  same  object,  and  is  in  this  way 
enabled  to  compare  and  combine  the  impressions  made 
by  them.  For  instance,  it  sees  a  ball  at  the  same  time 
that  it  feels  it,  and  gradually  associates  the  distribution 
of  light  and  shadow  on  its  surface  with  the  sphericity  per- 
ceived by  touch,  until  at  last  it  seems  to  see  directly  the 
sphericity  itself.  As  a  matter  of  fact,  we  do  not  immedi- 
ately see  what  is  called  tangible  form,  i.e,  cubical  exten- 
sion; we  see  only  linear  and  superficial  extension,  and 
reason  as  to  the  actual  form  of  a  body  from  the  distribu- 
tion of  light  on  its  surface.  The  sense  of  touch  may  be 
highly  cultivated.  The  blind  man  reads  by  passing  his 
fingers  over  the  characters  of  an  embossed  page  ;  the  miller 
tests  the  fineness  of  his  flour  with  his  thumb ;  the  physician 
follows  the  nicest  variations  of  a  patient's  pulse  with  his 
fingers.  Professor  Upham  mentions  the  case  of  a  blind 
girl,  in  Hartford  Asylum,  who,  when  the  baskets  of  linen 
were  brought  from  the  laundress,  was  able  to  select  her  own 


THE  SENSES.  1 3 

articles  without  hesitation,  no  matter  how  widely  they  were 
mixed  up  with  those  of  other  people. 

Hearing. — The  organ  of  hearing  is  the  ear,  a  complex 
instrument,  of  which  the  so-called  ear  is  but  the  outer  porch 
Its  mode  of  action  is  as  follows : — ^When  material  bodies 
are  struck  or  otherwise  violently  disturbed,  they  are  thrown 
into  a  state  of  vibration.  This  vibration  is  communicated 
to  the  surrounding  air,  the  vibrations  of  which  ultimately 
enter  the  outer  ear,  and  strike  upon  a  membrane  caUed  the 
tympanum.  The  vibrations  of  the  tympanum  are  commu- 
nicated to  a  series  of  bones  extending  to  another  mem- 
brane, viz.,  that  of  the  labyrinth  or  internal  ear,  and  are 
then  transmitted,  by  the  consequent  compressions  of  a 
liquid  inside  the  labyrinth,  to  the  auditory  nerve. 

Ideas  derived  through  the  sense  of  hearing.— 

Sounds  may  be  classified  with  reference  to  (i)  the  pleasure 
or  pain  they  afford,  as  pleasant,  sweet,  harsh,  jarring,  dis- 
cordant, melodious,  harmonious,  etc. ;  (2)  their  intensity,  as 
loud,  soft,  waning,  waxing,  etc.;  (3)  their  pitch,  as  high,  low, 
shrill,  etc.;  (4)  their  occurrence  in  time,  as  sudden,  long, 
intermittent,  sustained,  irregular,  fitful,  rhythmical,  etc.  ; 
(5)  their  distinctness,  as  clear,  impure,  muffled,  etc.;  (6)  their 
purity,  as  true,  false,  sharp,  flat;  (7)  their  articulateness, 
as  distinct,  indistinct;  and  (8)  with  regard  to  various 
objects  with  which  certain  acoustic  peculiarities  are  fami- 
iarly  associated,  as  metallic,  wooden,  hollow,  solid,  liquid, 
brassy,  tinny,  etc.  It  is  worth  noticing  that  large  numbers 
of  words  referring  to  sounds  are  imitative,  t,e,  they  have  been 
coined  to  imitate  the  sounds ;  e.g,  crash,  dash,  splash,  bump, 
bang,  crack,  roar,  mew,  jingle,  jangle,  jar,  thud  (the  sound 
produced  by  a  heavy  body  falling  from  a  great  height  to  the 
ground),  whiz,  cluck,  quack,  ping  (the  sound  of  a  rifle-ball 
passing  through  the  air),  whir,  buzz,  hum,  hush,  patter,  etc 
Words  of  this  class,  not  being  arbitrary  coinages,  are  among 
the  earliest  children  learn,  and  are  often  coined  b^  \3ci&TCk« 
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The  distance  of  a  known  sound  is  inferred  from  its 
intensity  as  compared  with  its  known  intensities  for  known 
distances.  The  distance  of  unknown  soimds  can  only  be 
roughly  calculated  by  comparison  with  known  sounds  to 
which  they  bear  some  likeness.  In  neither  case  is  the 
distance  heard.     It  is  inferred. 

The  direction  of  a  sound  is  inferred  from  the  varying 
intensity  of  the  sound  as  presented  to  our  two  ears,  or 
according  as  we  have  to  turn  our  head  to  right  or  left,  up  or 
down,  to  hear  it  more  distinctly. 

The  sense  of  hearing  is  more  susceptible  of  education 
than  that  of  sight,  and  it  can  be  developed  more  quickly. 
Infants  at  a  very  early  stage  delight  in  melodious  and  rhyth- 
mical sounds,  as  we  may  see  from  the  pleasure  which  they 
take  in  the  lullabies  of  their  mothers  and  nurses,  in  nursery 
rhymes,  in  the  measured  sound  of  marching,  and  in  all  forms 
of  music.  It  is  the  opinion  of  the  highest  musical  authorities 
that  every  child  could  be  taught  to  sing  and  to  enjoy  music, 
if  taken  in  hand  at  a  sufficiently  early  stage.  To  what 
a  high  degree  of  cultivation  the  ear  may  be  brought  may  be 
seen  in  the  case  of  the  conductor  of  an  orchestra,  who,  with 
hundreds  of  performers  before  him,  can  not  only  detect  any 
false  note,  but  single  out  the  part  in  which  it  occurs.  Not 
less  marvellous  is  the  rapidity  with  which  infants  learn  to 
analyse  and  reproduce  the  marvellous  intricacies  of  articulate 
speech.  Of  all  the  senses  hearing  is  the  sense  *  which  most 
readily  and  most  largely  lends  itself  to  the  impassioned, 
emotional,  or,  as  we  otherwise  name  it,  poetical  or  sesthetical 
feeling.'— (Dr.  G.  Wilson.) 

Sig^ht. — The  organ  of  sight  is  the  eye,  which  has  been 
described  as  *  a  compound  optical  lens  in  communication 
with  a  sensitive  surface.'  (Bain.)  The  mode  of  its  action 
is  as  follows  : — The  rays  of  light  proceeding  from  any  object 
that  is  looked  at  are  so  refracted  on  entering  the  pupil  of 
^the  eye  as  to  form  an  inverted  image  of  the  object  on  th^ 
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retina.  The  object,  in  order  to  be  seen,  must  be  at  or 
beyond  a  certain  distance  from  the  eye.  If  it  be  within  the 
distance  the  rays  will  converge  behind  the  retina,  instead  of 
upon  it  The  eye  has  a  power  of  adjustment  by  which  it 
is  enabled  to  adapt  itself  to  the  varying  distances  of  objects. 
The  two  eyes  are  made  to  converge  for  near  objects,  and  a 
different  image  is  formed  on  the  retina  of  each,  the  two 
images  being  unconsciously  mentally  compounded.  Thus, 
if  I  hold  a  book  on  the  tips  of  my  fingers  at  a  distance  of 
about  five  or  six  inches  from  my  nose,  and  look  at  it  alternately 
with  my  right  and  left  eye,  it  seems  to  shift  its  position  to 
the  left  and  right  alternately.  When  I  look  at  it  with  both 
my  eyes,  it  assumes  an  intermediate  position,  and  presents 
an  appearance  different  from  that  which  is  beheld  by  either 
eye  when  the  other  is  closed. 

In  looking  at  distant  objects,  the  eyes  preserve  their 
parallelism.  The  muscular  efforts  involved  in  these  various 
adjustments  is  of  assistance  in  determining  the  distance  of 
objects  that  are  looked  at.  We  are  also  largely  assisted  in 
estimating  the  distance  of  objects  by  the  degrees  of  distinct- 
ness of  their  outlines  and  colours,  compared  with  certain 
standards  for  known  objects.  We  do  not  see  the  distance  ; 
we  infer  it. 

Ideas  derived  from  the  sense  of  sight. — The 

objects  of  sight  may  be  classified  with  regard  (i)  to  the 
sensations,  or  the  peculiar  feelings  which  accompany  them, 
as  soothing,  blinding,  dazzling,  etc.  ;  (2)  to  light,  as  lumin- 
ous, dark,  shadowy,  dappled,  flecked,  etc. ;  (3)  to  colour,  as 
of  red,  blue,  yellow,  etc. ;  (4)  to  lustre,  as  bright,  dull,  bril- 
liant, dead,  glittering;  (5)  to  movements,  as  stationary, 
dancing,  steady,  moving,  undulating,  unsteady,  etc. ;  (6)  to 
visible  form,  as  straight,  zigzag,  curvilinear,  square,  oblong, 
triangular,  circular,  oval,  etc.;  (7)  to  size,  as  large,  small, 
vast,  eiibrmous,  infinitesimal ;  (8)  to  distance,  as  near, 
remote  distant;  (9)  to  situation,  as  east,  west,  noTV3^>^^::^^2^\ 
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(lo)  to  typical  objects  with  which  peculiar  visual  impressions 
are  familiarly  associated,  as  solid,  liquid,  icy,  glassy,  golden, 
silvery,  emerald,  steely,  coppery,  slaty,  fishy,  etc 

Colour  is  not  an  essential  quality  of  bodies,  as  solidity 
and  extension  are,  but  a  secondary  quality,  ^  like  tempera- 
ture, smell,  and  taste.  It  is  produced  by  the  action  of  cer- 
tain qualities  of  objects  upon  the  eye,  and  the  effect  varies 
with  the  eye  acted  upon.  Some  persons,  like  the  celebrated 
Dalton,  are  insensible  to  certain  differences  of  colour. 

Movement. — We  are  rendered  visually  conscious  of 
the  movement  of  an  object  by  the  muscular  effort  required  to 
follow  it,  as  when  we  follow  the  flight  of  a  bird,  and  by  noting 
its  varying  distance  from  objects  that  are  stationary. 

Superficial  Form. — We  perceive  superficial  form 
visually  by  a  simultaneous  or  continuous  consciousness  of 
the  visible  points  which,  in  their  continuity,  make  up  its  sur- 
face, and  also,  if  the  object  looked  at  be  large,  by  the  mus- 
cular efforts  which  accompany  the  process  of  following  its 
outline.  The  movements  of  the  eyeball  are  much  more  fre- 
quent than  is  commonly  believed.  Read  with  one  eye  and 
feel  the  sympathetic  movement  of  the  closed  eye,  by  putting 
the  finger  on  the  lid,  and  you  will  be  conscious  of  the  con- 
stant shifting  of  the  eye  in  reading  along  even  a  short  line  of 


*  The  qualities  of  material  objects  are  divided  into  primary  and 
secondary.  The  primary  qualities  are  such  that  we  cannot  conceive 
bodies  to  exist  without  them.  Such  are  extension  and  solidity.  They 
exist  outside  the  mind,  and  might  continue  to  exist  even  if  there  were 
no  sentient  beings  to  perceive  them.  The  secondary  qualities  of 
material  objects  are  such  as  are  not  essential,  and  yet  have  the  power 
of  producing  sensations  in  a  sentient  being.  Such  are  colour,  taste, 
smell,  temperature,  etc.  The  young  student  should  notice  that  words 
denoting  these  qualities  are  used  in  two  senses,  viz.  (i)  to  denote  the 
quality  in  the  object  producing  sensation,  and  (2)  to  denote  the  sensa- 
tions produced  by  the  quality.  Thus  heat  may  denote  (i)  a  quality  in 
fire,  or  (2)  the  effect  which  such  quality  has  upon  a  sentient  being. 
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print.  Similarly,  in  looking  at  a  landscape,  we  do  not  see 
the  whole  of  it  at  once,  but  shift  the  vision  from  point  to 
point.  We  are  dimly  conscious  of  the  whole  ;  we  see  dis- 
tinctly only  a  part  at  a  time. 

Solid  form. — We  visually  perceive  solid  form  partly 
by  combining  the  consciousness  of  muscular  effort  required 
to  follow  with  the  eye  its  three  dimensions,  with  certain 
remembered  coincidences  of  muscular  efforts  and  tactile 
sensations,  and  partly  by  associating  the  distribution  of 
light  on  the  surfaces  of  the  object  with  past  tactile  sensations 
produced  by  the  same  object,  or  by  similar  objects.  The 
light,  for  instance,  on  a  cube  is  unequally  distributed.  The 
top  may  be  in  a  bright  light,  the  front  in  a  light  less  intense, 
and  the  third  visible  side  in  a  deep  shadow.  If  we  pass  the 
hand  over  the  cube,  we  notice  the  coincidence  of  the  various 
lights  on  the  three  visible  planes  with  the  altered  direc- 
tions of  the  hand.  It  is  by  associating  the  modes  in  which 
the  light  is  distributed  over  objects  with  past  tactile  and 
visual  experiences  that  we  recognise  the  form  of  solid  objects 
represented  on  a  flat  picture.  We,  as  it  were,  interpret  the 
visual  impressions  by  remembered  tactile  impressions.  The 
eye  is  easily  deceived  by  representations  of  solid  form,  and 
would  be  entirely  deceived  if  the  representation  were  perfect 
Even  in  a  room  not  very  lofty  the  sham  painted  cornice  often 
looks  so  like  an  actual  projection  as  to  be  scarcely  distinguish- 
able from  one.  The  poet  Young  had  a  sham  seat  painted  in 
his  garden,  which  visitors  used  to  walk  up  to  before  they 
discovered  the  cheat.  It  bore  the  appropriate  motto,  *  In- 
visibilia  non  decipiunt.'   (The  invisible  does  not  deceive.) 

Persons  who  have  suffered  from  congenital  cataract,  and 
have  had  the  cataract  removed,  see  objects,  at  first,  as  though 
they  were  perfectly  flat^  like  a  picture,  and  it  is  only  by 
slow  degrees  that  they  learn  to  associate  the  new  visual  im- 
pressions with  the  old  tactile  ones.  A  boy  who  had  beea 
blind  from  birth,  and  acquired  sight  by  an  opeta^OTv  ^«t- 
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formed  on  him  when  he  was  twelve  years  of  age,  was  well 
acquainted  with  a  dog  and  cat  which  he  used  to  play  with, 
but  he  could  not  distinguish  which  was  which,  when  he  first 
saw  them,  without  taking  them  up  and  feeling  them. 

The  sight  may  be  highly  cultivated.  The  sailor  can  see 
a  distant  ship  long  before  the  inexperienced  landsman.  The 
artist  can  perceive  slight  differences  of  form  and  colour,  and 
light  and  direction,  which  the  untaught  eye  cannot.  *  The 
Esquimaux  can  discover  a  white  fox  amidst  the  white  snow  ; 
the  American  backwoodsman  will  fire  a  rifle-ball  so  as  to 
strike  a  nut  out  of  the  mouth  of  a  squirrel  without  hurting 
it ;  the  Red  Indian  boys  hold  their  hands  up  as  marks  to 
each  other,  certain  that  the  unerring  arrow  will  be  shot 
between  the  spread-out  fingers  ;  the  astronomer  can  see  a 
star  in  the  sky,  where  to  others  the  blue  expanse  is  un- 
broken ;  the  shepherd  can  distinguish  the  face  of  every  sheep 
in  his  flock  ;  the  mosaic  worker  can  detect  distinctions  of 
colours  where  others  can  see  none.'  (Dr.  G.  Brown.)  The 
visual  perception  of  children  at  first  is  very  imperfect,  as  we 
may  see  from  their  early  attempts  at  writing  and  drawing. 
They  will,  for  instance,  often  make  an  S  thus  2>  ^^^  will 
fail  to  perceive  the  inaccuracy  even  when  it  is  pointed  out 
to  them.  And  even  later  in  life,  there  are  many  persons 
who  cannot  strike  a  nail  on  the  head  or  draw  a  straight 
line,  or  tell  whether  a  line  is  vertical,  or  horizontal  or  not, 
or  whether  the  lines  of  a  building  seen  in  perspective  go  up 
or  down,  or  dispose  the  ornaments  on  a  mantelpiece  with 
some  approach  to  symmetry.  This  partial  blindness  (for 
such  it  may  be  considered)  might  in  all  cases  be  cured  by 
judiciously  devised  exercises. 

Organic  sensations. — In  addition  to  the  sensations 
of  taste,  smell,  touch,  hearings  and  sight,  we  have  another 

IS  connected  with  our  muscular  system,  our 
circulation  and  nutritiony  our  respiration^ 
and  cold f  and  with  the  alimentary  canal. 
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Such  are  the  pains  occasioned  by  over-straining  or  otherwise 
injuring  the  muscles ;  the  pain  of  fatigue,  the  pleasure  of  re- 
pose ;  the  exhilaration  produced  by  the  action  on  the  nerves 
of  stimulants,  the  depression  that  follows  nervous  excite- 
ment ;  hunger  and  thirst ;  the  discomfort  that  arises  from 
long  continuance  in  any  one  posture;  the  freshness  that 
accompanies  the  breathing  of  pure  air ;  the  sense  of  suffoca- 
tion that  arises  from  the  want  of  air,  from  asthma,  and  from 
certain  gases  ;  sensations  produced  by  heat  and  cold  acting 
on  the  circulation  and  respiration ;  relish,  disgust,  etc. 

Definition  of  sensation. — ^We  are  now  in  a  position 
to  define  sensation.  A  sensation  is  the  impression  made  on 
the  mind  by  the  action  of  some  external  object  on  a  part 
of  the  body,  or  by  the  action  of  one  part  of  the  body  on 
another  part. 

Sensations  are  to  be  distinguished  from  muscular  feel- 
ings, which  areproduced  by  the  consciousness  of  the  posses- 
sion of  energy,  or  by  the  expenditure  of  energy  in  work 
done  ;  and  also  from  the  emotions,  which,  though  they  may 
be  excited  by  external  agencies,  are  not  produced  by  contact 
between  external  objects  and  the  sensitive  surface  of  the 
body. 

Each  sense  has  its  own  function. — ^The  senses 
have  distinct  provinces  assigned  to  them,  though  in  some 
cases  the  impressions  made  on  different  senses  may  lead 
to  the  same  conclusion.  Thus,  I  may  feel  that  a  ring 
is  round  by  passing  my  finger  round  it,  or  I  may  see 
that  it  is  round.  But  the  sensation  which  I  derive  through 
my  touch  bears  no  resemblance  to  the  sensation  derived 
through  my  sight.  Hence  no  skill  on  the  part  of  the 
teacher,  and  no  amount  of  illustration  or  description,  can 
convey  to  a  child  lacking  in  a  sense  any  notion  of  the 
sensations  conveyed  by  that  sense.  No  description,  for 
instance,  could  make  a  blind  child  understand  "wV^V.  ^^.^ 

c  2 
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meant  by  red,  or  a  deaf  child  what  was  meant  by  music.  A 
blind  man  on  being  asked  what  red  was,  is  reported  to 
have  replied  that  it  was  something  like  the  sound  of  a 
trumpet ! 

Each  sense  must  be  independently  exercised  before  any 
notion  can  be  formed  of  its  proper  sensations.  The  gate- 
ways of  the  mind  open  only  to  their  own  particular  class  of 
acts,  and  are  rigidly  closed  to  all  others.  Still  less  can 
mere  words  convey  notions  of  new  sensations.^ 

Comparison  of  services  rendered  by  the  senses. 

It  is  to  be  noted  that  the  senses  vary  very  considerably 
in  the  extent  to  which  they  contribute  to  furnish  the  mind 
with  ideas.  Thus  taste  and  smell,  although  they  are  sources 
of  much  pleasure  and  pain,  and  render  invaluable  services  to 
us,  as  door-keepers  to  the  stomach  and  lungs,  are  restricted 
to  a  small  class  of  objects,  and  the  permanent  impressions 
which  they  leave  on  the  mind  are  comparatively  feeble. 
Large  numbers  of  objects  with  which  we  are  familiar  through 
our  other  senses  we  never  dream  of  tasting,  and  a  still 
larger  number  have  no  odour  which  we  are  capable  of  smel- 
ling. Again,  though  we  can  recall  with  ease  the  pain  or 
pleasure  which  accompanied  past  sensations  of  taste  and 
smell,  it  is  only  with  difficulty  we  recall  the  sensations  them- 
selves, when  the  objects  which  produced  them  are  no  longer 
present.  Thus  I  can  vividly  recall  the  form  and  coloiu*  and 
surface  and  parts  of  a  rose  3  but  I  have  considerable  diffi- 

'  Teachers  sometimes  overlook  this  fact,  and  imagine  that  because 
words  describing  sensations  can  reach  the  mind,  notions  of  the  sensa- 
tions must  reach  it  also.  Words  can  revive  the  idea  of  a  past  sensa- 
tion, but  they  cannot  impart  the  idea  of  an  entirely  new  sensation. 
Real  knowledge  must  be  acquired,  either  directly  or  indirectly,  through 
the  exercise  of  the  senses  which  are  affected  by  the  objects  of  know- 
ledge. We  must  see  what  can  be  learnt  by  sight  only ;  we  must  touch 
what  can  be  learnt  by  touch  only,  and  so  on.  Teachers  often  take 
their  knowledge  to  the  wrong  gateway,  and  sometimes  disregard  the 
gateways  altogether.  They  might  as  well  try  to  give  a  child  an  idea 
of  a  picture  by  getting  him  to  smell  it. 
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culty  in  recalling  its  fragrance,  although  I  could  immediately 
identify  the  odour  if  it  were  presented  to  me. 

Sight,  touch,  and  hearing  are  the  senses  to  which  we  are 
indebted  for  the  larger  number  of  our  ideas ;  and  the  ideas 
which  originate  with  them  are  the  most  vividly  stamped  upon 
the  mind.  Hence  they  are  sometimes  called  the  intellectual 
senses.    It  is  with  these  education  is  mainly  concerned. 
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CHAPTER  IIL 
HOW  THE  CHILD  GETS  HIS  FIRST   IDEAS. 

We  will  now  return  to  the  infant  whom  we  left  lying  in  the 
cradle,  and  inquire  how  the  impressions  made  upon  his 
senses  will  convey  notions  to  his  mind. 

At  present  he  knows  nothing.  His  senses  receive  various 
impressions  of  light,  warmth,  colour,  sound,  taste,  resistance, 
etc.,  but  he  does  not  as  yet  distinguish  them,  and,  of  course, 
cannot  identify  them.  All  you  can  say  of  his  present  con- 
dition of  mind  is,  that  it  is  possessed  by  a  diversified  con- 
sciousness. The  first  exercise  of  his  mind  will  occur  when 
he  becomes  conscious  of  some  change  of  feeling,  such  as 
would  be  produced  by  the  striking  of  a  clock,  or  by  the 
sudden  bringing  of  a  bright  light  into  a  darkened  room. 

The  consciousness  of  unlikeness  between 
different  sensations. — A  continuous  impression  made 
upon  the  infant's  senses  would  not  be  noticed,  for  there 
would  be  nothing  to  direct  attention  to  it.  If,  for  instance, 
the  heat  or  light  of  the  room  in  which  he  lives  never  varied, 
he  would  not  notice  them.  He  would  first  notice  the 
sensation  of  heat  on  some  change  of  temperature,  as  from 
heat  to  cold,  or  from  cold  to  heat.  He  would  first  notice 
the  sensation  of  light  on  some  transition  fi-om  light  to  dark- 
ness, or  firom  darkness  to  light. 

'The  first  dawn  of  intelligence  consists  in  change  of 
feeling,  by  which  differences  begin  to  be  recognised.  Mind 
commences  in  this  perception  of  differences ;  it  cannot  be 
said  that  we  know  anything  of  itself,  but  only  the  differences 
between  it  and  other  things.'  (Miss  Youmans.) 
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The  consciousness  of  likeness  between  dif- 
ferent sensations. — When  the  child  has  a  second  expe- 
rience of  the  same  sensation  he  will  be  conscious  of  some 
resemblance  between  the  two.  This  consciousness  of 
likeness  will  be  deepened  with  each  repetition,  so  long  as 
his  attention  is  drawn  to  the  likeness.  The  impression 
made  by  the  sound  of  the  clock-stroke  will  grow  familiar  to 
his  mind.  The  impression  made  by  the  light  of  the  candle 
will  come  to  be  recognised  at  each  recurrence  of  it.  In 
this  way,  through  the  simultaneous  perception  of  differences 
and  resemblances  between  the  impressions  made  upon  his 
senses,  he  will  gradually  come  to  distinguish  (i)  the  impres- 
sions made  upon  different  senses,  (2)  the  impressions  made 
upon  the  same  sense.  He  will  mentally  separate  sight  from 
sounds,  and  one  sight  or  sound  from  another,  and  so  on. 

Repetition  essential  to  the  formation  of  clear 
ideas  and  to  their  retention.  —  Before  an  idea  can 
become  clear,  and  be  permanently  retained  by  the  mind,  it 
must  be  repeated.  The  first  time  the  child  hears  a  voice 
break  the  silence  he  will  notice  the  difference  between  his 
present  and  previous  state  of  feeling ;  but  as  soon  as  the 
sound  has  died  away  he  will  have  but  a  very  imperfect 
recollection  of  the  sound,  because  there  is  nothing  to  link 
on  to  it,  except,  perhaps,  the  contrast  with  the  previous 
stillness.  The  second  time  the  voice  is  heard  he  will,  with 
more  or  less  certainty,  recognise  it  If  we  could  imagine 
him  gifted  with  the  power  of  speech  he  would  say,  *  This  is 
like  what  I  felt  before.'  Each  time  the  voice  is  heard  anew 
the  consciousness  of  likeness  and  unlikeness  will  be  re- 
peated, and  the  impression  produced  by  the  voice  upon  the 
mind  will  be  deepened,  until  at  last  it  will  be  permanent. 
The  child  will  know  it.  He  will  be  able  to*  recall  it  even 
when  the  voice  is  not  heard. 

Association  of  ideas. — Mere  repetition  may  suffice 
to  fix  an  idea  in  the  mind,  but  the  association  of  sensatio 
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with  pleasures  and  pains,  the  association  of  impressions 
made  on  the  same  sense,  the  association  of  impressions 
made  on  different  senses,  and  many  other  associations  con- 
tribute still  more  powerfully  to  produce  this  result.  The 
repetition,  as  it  were,  engraves  the  idea  more  and  more 
deeply  in  the  mind ;  the  associations  keep  constantly  direct- 
ing our  attention  to  the  original  record,  and  bringing  it  into 
consciousness.  In  this  way  each  idea  serves  to  render  more 
vivid  and  more  easily  remembered  each  associated  idea. 
Just  as  the  repetition  of  ideas  leads  to  the  permanent  reten- 
tion of  ideas,  so  the  association  of  ideas  serves  to  revive  and 
brighten  them  by  bringing  them  into  conscious  remembrance. 
It  multiplies  the  occasions  on  which  old  ideas  are  brought 
under  review.  What  is  called  remembering  is  merely  the 
directing  our  consciousness  to  some  present  record  in  the 
brain  of  an  old  impression.  We  do  not  recall  the  actual 
original  impression,  but  bring  under  review  what  remains  of 
it,  the  link  by  which  this  is  done  being  some  impression 
or  train  of  impressions  so  associated  with  the  old  impression 
as  to  be  capable  of  reviving  it. 

The  brain  the  instrument  of  the  mind.  —  Hbut 
ideas  are  lodged  in  the  mind  we  do  not  know.  All  we  can 
say  is  that  the  brain  is  the  instrument  of  the  mind  ;  that  no 
sensation  can  be  conveyed  to  it  without  in  some  way  or  other 
physically  affecting  it ;  that  similar  sensations  are  likely  to 
affect  it  in  the  same  way  and  in  the  same  part ;  that  different 
sensations  are  likely  to  affect  it  in  different  ways  and  in  dif- 
ferent parts ;  and  that  a  series  of  sensations  are  likely  to 
produce  in  it  a  corresponding  series  of  effects  linked  together 
as  their  causes  were.  Of  this  we  are  absolutely  sure,  that 
the  brain,  like  every  other  material  object,  is  a  permanent 
record  of  every  force  that  acts  upon  it.  Nature  records  in 
the  altered  constitution  of  things  everything  that  happens 
to  them.  Every  operation  of  the  mind,  like  every  action  of 
^     the  body,  is  accompanied  by  physical  changes,  and  these 
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changes  are  the  permanent  register  of  both.  There  is  really 
no  greater  difficulty  in  understanding  how  the  mind  is  con- 
scious of  the  permanent  results  of  an  old  impression  on  the 
brain,  than  of  the  immediate  results  of  a  present  impression. 
It  does  not  follow  from  this  that  the  brain  ts  the  mind ; 
what  is  said  is  that  every  mental  operation  is  performed 
through  the  brain,  and  is  accompanied  by  some  permanent 
modification  of  the  brain.  Again,  we  must  not  imagine  that 
the  impressions  left  upon  the  nervous  matter  of  the  brain 
bear  any  resemblance  to  the  objects  which,  acting  upon  the 
senses,  originally  produced  them.  An  effect  does  not  ne- 
cessarily resemble  its  cause.  The  image  formed  upon  the 
retina  of  the  eye  is  an  exact  representation  of  the  object 
producing  it,  except  that  the  image  is  inverted,  but  the 
sensation  conveyed  to  the  mind  is  not  a  visible  impression 
resembling  the  image  upon  the  retina.  The  slightest  con- 
sideration of  this  fact  would  remove  the  difficulty  which 
some  people  find  in  understanding  how  it  is  we  see  bodies 
erect,  when  their  images  on  the  retina  are  inverted.  The 
real  difficulty  lies  in  understanding  how  the  physical 
impression  is  converted  into  the  mental,  not  in  the  correc- 
tion of  the  retinal  inversion.  We  have  no  knowledge  what- 
ever of  the  nature  of  the  changes  produced  in  the  brain  by 
sense-impressions ;  though  we  are  absolutely  certain  that 
there  must  be  changes  produced  in  it  of  some  kind  or 
other. 

Conditions  under  which  sensations  g:ive  rise 

to  ideas. — It  will  be  gathered  from  what  has  been  stated 
that  the  conditions  under  which  sense-impressions  are  con- 
verted into  knowledge,  are — 

(i)  The  perception  of  unlikeness  between  different  sensa- 
tions. 

(2)  The  perception  of  likeness  between  different  sensa- 

tions. 

(3)  The  repetition  of  sensation5. 
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Simple  as  this  analysis  may  be,  it  applies  to  all  our  ideas 
that  are  derived  through  our  senses.  Indeed,  the  perception 
of  likeness  and  unlikeness  lies  at  the  bottom  of  a//  our  men- 
tal acquisitions. 

*  Whatever  the  object  of  thought,  to  know  in  what  respect 
it  differs  from  all  other  things,  and  in  what  respect  it  resembles 
them,  is  to  know  all  about  it — is  to  exhaust  the  action  of  the 
intellect  upon  it.  The  way  the  child  gets  its  early  know- 
ledge is  the  way  all  real  knowledge  is  obtained.  When  it 
discovers  the  likeness  between  sugar,  cake,  and  certain 
fruits,  that  is,  when  it  integrates  them  in  thought  as  sweef, 
it  is  making  just  such  an  induction  as  Newton  made  in  dis- 
covering the  law  of  gravitation,  which  was  but  to  discover 
the  likeness  among  celestial  and  terrestrial  motions.  And 
as  with  physical  objects,  so  also  with  human  actions.  The 
child  may  run  round  the  house,  and  play  with  its  toys ;  it 
must  not  break  things,  or  play  with  the  fire.  Here,  again,  are 
relations  of  likeness  and  unlikeness  forming  a  basis  of  moral 
classification.  The  judge  on  the  bench  is  constantly  doing 
the  same  thing;  that  is,  tracing  out  the  likeness  of  given 
actions  and  classing  them  as  right  and  wrong.'  (Miss 
Youmans). 

The  young  teacher  will  do  well  to  constantly  bear  in 
mind  this  fundamental  law  of  the  human  mind.  No  matter 
what  the  subject  of  his  lesson  may  be,  he  will  find  that  it 
mainly  turns  upon  the  perception  of  points  of  difference  and 
agreement ;  and  that  his  success  as  a  teacher  will  largely 
depend  upon  his  skill  and  persistence  in  setting  forth  these 
points.  Very  frequently  he  will  have  to  show  that  under  a 
superficial  identity  there  are  points  of  difference,  and  that 
under  what  might  seem,  at  first,  the  widest  possible  diver- 
gences, there  is  an  essential  agreement.  He  will  also  have 
to  take  cognizance  of  the  very  different  degrees  of  ability  to 
recognise  points  of  agreement  and  difference  which  children 
possess.  Some  children  are  quick  to  detect  resemblances ; 
others  to  detect  differences.    As  a  rule,  they  are  more  alive 
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to  differences  than .  to  resemblances.  In  teaching  the 
alphabet  the  letters  that  give  most  trouble  are  those  which 
nearly  resemble  each  other,  e.g.,  h  and  d^  c  and  e^  p  and  ^, 
n  and  u. 

There  is  scarcely  a  subject  of  school  instruction  which 
does  not  allow  the  teacher  to  utilise  associations  of  resem- 
blance and  difference.  Thus,  in  geography^  the  teacher  might 
compare  the  eastern  and  western  hemispheres,  the  torrid 
and  frigid  zones,  the  land  and  the  ocean,  the  E.  and  W.  shores 
of  the  Atlantic,  Lancashire  and  Kent,  London  and  Paris, 
Ceylon  and  Madagascar,  the  exports  of  Russia  and  Spain ;  in 
history  he  might  compare  the  Roman  Invasion  and  the  Saxon 
Invasion,  life  in  England  in  the  sixteenth  century  and  the 
nineteenth,  domestic  life  before  the  Conquest  and  after  it, 
Henry  V.  and  his  son,  Marlborough  and  Wellington ;  in 
physical  science  he  might  compare  magnetic  and  electric 
polarity,  acids  and  alkalis,  reflection  and  refraction,  light 
and  heat,  fog  and  dew,  chlorine  and  sulphur,  etc. 

The  sharper  the  contrast,  or  the  more  strongly  marked 
the  unity  under  seeming  diversity,  the  deeper  the  impression 
made  on  the  mind. 

The  perception  of  likeness  and  unlikeness  involves  atten- 
tion to  our  sensations.  On  this  subject  see  '  Discipline  and 
the  formation  of  Habit' 
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CHAPTER    IV. 
HOW  THE  CHILD  PERCEIVES. 

Sensation  has  been  defined  as  the  mental  impression 
which  is  produced  by  the  action  of  external  objects  on  some 
part  of  the  body.  At  first  the  mind  is  not  conscious  of  the 
existence  of  the  objects  by  which  these  sensations  are  pro- 
duced ;  it  feels  the  effect,  but  does  not  perceive  the  cause. 
The  mind  of  a  new-bom  child  is  entirely  ignorant,  not  only 
of  the  world  around  it,  but  that  there  is  a  world  external  to 
it.  It  is  completely  isolated.  It  has  sensations,  but  the 
sensations  are  not  connected  with  the  external  objects  which 
produce  them.  *  To  it  the  inward  world  is  everything ;  the 
outward  world  is  nothing.*  (Dr.  Morell.) 

The  recognition  of  the  quality  in  an  object  which  pro- 
duces a  sensation  is  what  is  termed  perception.  By  degrees 
the  infant  learns  to  refer  its  sensations  to  the  objects  pro- 
ducing them,  and  thus  acquires  a  knowledge  of  a  world 
external  to  himself.  This  perception  of  outwardness  grows 
as  the  mind  becomes  capable  of  associating  certain  sensations 
with  the  presence  of  certain  objects^  and  the  cessation  of  those 
sensations  with  the  absence  of  the  objects.  When  the  infant 
first  hears  the  clock  tick  he  does  not  know  whence  the  tick 
proceeds.  He  is  only  conscious  of  a  sound.  By  degrees 
he  finds  from  which  side  the  sound  proceeds ;  then  from 
what  object ;  then  under  what  conditions  of  the  object,  and 
so  on. 

Perception  subsequent  to  sensation.— It  is  im- 
portant to  observe  th^t  the  mind  is  immediately  conscious 
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of  sensations  only,  and  that  the  perception  of  the  external 
objects  which  produce  them  is  a  subsequent  act.  The 
direction  of  a  ray  of  light  leads  the  mind  to  perceive  the 
object  whence  it  proceeds  ;  the  side  on  which  a  sound  is 
best  heard  leads  it  to  perceive  the  source  whence  it  pro- 
ceeds j  the  power  we  possess  of  referring  sensations  of 
touch  to  the  particular  part  of  the  body  affected  directs 
the  mind  to  the  object  in  contact  with  it :  the  pleasures  and 
pains  connected  with  taste  and  smell  are  still  more  directly 
associated  with  the  objects  producing  them. 

All  perceptions  based  on  experience. —  Most 
of  our  perceptions  are  acquired  so  early,  and  are  at  last 
repeated  so  rapidly,  as  to  seem  intuitive ;  but  various  ex- 
periments appear  to  prove  conclusively  that  they  are  all 
inferences  from  experience.  Dr.  Carpenter  says  of  a  little 
boy  who,  at  the  age  of  three,  had  been  cured  by  an  oper- 
ation of  congenital  cataract,  that,  *  though  he  clearly  recog- 
nised the  direction  of  a  candle  or  other  bright  object,  he  was 
unable  as  an  infant  to  apprehend  its  distance ;  so  that  when 
told  to  lay  hold  of  a  watch,  he  grasped  at  it  just  like  a 
young  child  lying  in  its  cradle.  It  was  very  gradually  that 
he  came  to  use  his  sight  for  the  guidance  of  his  movements ; 
and  when  going  about  the  house  at  which  he  was  staying  in 
Bristol,  with  which  he  had  familiarised  himself  before  the  opera- 
tion, he  generally  shut  his  eyes,  as  if  puzzled  rather  than  aided 
by  them.  .  .  .  When  he  returned  home  to  his  father's 
house  and  farmyard,  his  parents  (very  intelligent  people)  re- 
marked that  he  was  for  some  time  obviously  puzzled  by  his 
sight,  shutting  his  eyes  as  he' went  about  in  his  old  way; 
though  whenever  he  went  to  a  new  place,  he  was  obviously 
aided  by  it.  But  it  was  several  months  before  he  came  to 
trust  to  it  for  his  guidance,  as  other  children  of  his  age 
would  do.' 

The  various  steps  which  are  taken  in  arriving  at  a 
knowledge  of  an  external  object  would  appear  to  be — 


30  THE  CULTIVATION  OF  THE  SENSES. 

(i)  The  consciousness  of  a  sensation. 

(2)  The  reference  of  the  sensation  to  some  external  cause. 

(3)  The  formation  of  a  notion  of  the  object,  or  quality  in 

the  object,  by  which  the  sensation  is  believed  to 
be  produced. 

Simple  and  complex  notions.  —  Our  notions  of 
external  objects  are  simple  or  compound  according  as  one 
or  more  sensations  is  referred  to  them.  Thus,  our  notions 
of  colours,  tastes,  and  smells,  are  for  the  most  part  simple. 
Our  notions  of  bodies  perceived  to  affect  our  senses  in  a 
variety  of  ways,  are  compound.  It  is  obvious  that  the 
notions  which  different  people  have  of  the  same  object 
are  not  necessarily  co-extensive  :  one  person  may  perceive 
in  an  object  only  one  quality ;  another  two ;  another 
three,  and  so  on.  A  child's  notion  of  an  orange  is  com- 
pounded of  the  simple  notions  of  its  colour,  form,  size, 
roughness,  odour,  taste,  parts,  etc.  A  botanist's,  chemist's, 
or  artist's  notion  of  it,  would  be  much  more  extensive. 

Notions  derived  from  reflection.— In  .addition  to 
our  notions  of  external  objects  we  have  notions  of  our  own 
mental  operations  and  states.  These  are  derived  from 
directing  our  consciousness  to  the  mind's  own  condition. 
I  not  only  perceive  a  rose,  but  I  am  conscious  that  I  per- 
ceive it.  I  not  only  feel  pain,  but  I  am  conscious  that  I 
feel  it  We,  as  it  were,  perceive  ourselves  thinking,  reason- 
ing, feeling,  loving,  hating,  envying,  and  so  on.  So  that 
the  inmost  recesses  of  our  nature  have  a  character  of  out- 
wardness stamped  upon  them  when  considered  with  reference 
to  the  mysterious  *  I '  which  they  enfold. 

Attention  indispensable  to  perception.— Atten- 

tion  is  as  necessary  to  perception  as  to  sensation.  Indeed, 
it  is  the  indispensable  condition  of  all  conscious  mental 
operations.    We  often  speak  of  persons  possessing  *  a  good 
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eye/  or  *a  good  ear,*  as  having  'an  eye  for  nature/  or 
*  an  eye  for  colour/  or  *  an  eye  for  a  horse/  and  so  on  ;  as 
though  the  faculties  so  described  were  purely  original  gifts 
of  nature.  To  a  large  extent  they  undoubtedly  are  original ; 
but  to  a  still  larger  extent  they  are  the  result  of  paying  care- 
ful and  sustained  attention  to  a  particular  class  of  objects. 
One  person  gives  a  cursory  glance  at  an  object  and  carries 
away  a  very  meagre  and  imperfect  impression  of  it.  Another 
looks  at  it  carefully  and  frequently,  and  exhausts  the  sensa- 
tions which  it  is  capable  of  affording.  The  mechanical 
apparatus  of  the  eye  may  have  been  originally  as  good  in  the 
former  case  as  the  latter,  and  may  be  still  as  good  for  the 
observation  of  another  class  of  objects  ;  the  main  difference 
is  not  in  the  eye  but  in  the  mind  behind  it.  The  unobser- 
vant man  looks  but  does  not  see ;  the  observant  man  looks 
till  he  does  see. 

Effect  of  expectancy  on  perception.  —  There  is 
also  a  reactionary  influence  exerted  by  the  mind  on  the 
senses  which  should  be  noted.  When  once  the  mind 
has  experienced  a  sensation  and  perceived  its  cajise,  an 
expectancy  is  created  that  the  sensation  will  be  reproduced 
when  the  object  is  again  presented  to  the  sense  that  has 
been  affected  by  it.  We  look  out  for  the  old  sensation  and 
the  cause  to  which  we  have  assigned  it.  Thus  the  eye  to  a 
large  extent  sees,  and  the  ear  hears,  and  the  nose  smells, 
and  the  tongue  tastes,  and  the  skin  feels,  what  they  bring 
with  them  the  power  to  see,  and  hear,  and  smell,  and  taste, 
and  feel.  We  bring  our  past  experiences  to  bear  on  our 
present  sensations. 

Of  the  dull,  unobservant  hawker,  the  poet  says : 

*  A  primrose  by  a  river's  brim 
A  yellow  primrose  was  to  him, 
And  it  was  nothing  more.* 

A  naturalist  would  see  in  the  primrose  an  illustration  of 
himdreds  of  truths  taught  him  by  his  previous  stMdk.^,     K 
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poet  would  see  in  it  forms  of  beauty  associated  with  an  in- 
finite variety  of  pleasurable  ideas. 

Observing  faculties  strengthened  with  exer- 
cise.— The  observing  faculties,'  like  all  our  other  faculties, 
are  sharpened  with  exercise,  the  physical  organs  involved  in 
their  exercise  having  a  power  oif  growing  to  the  special  work 
upon  which  they  are  engaged.  This  power  is  strongest  in 
childhood.  The  rational  faculty  not  having  been  yet  de- 
veloped highly,  almost  the  whole  attention  is  concentrated 
upon  the  sensations  and  the  objects  producing  them.  The 
absence  of  reflection  gives  us  opportunities  to  observe. 
Hence,  in  childhood,  the  mind  should  be  mainly  exercised 
in  gaining  a  knowledge  of  the  external  world  through  the 
emplo)nnent  of  its  senses,  and  in  learning  to  describe  its 
sense-impressions,  this  knowledge  being  not  only  that  best 
suited  to  the  stage  of  development  which  it  has  reached, 
but  the  foundation  of  all  other  knowledge.  Even  the 
*  invisible  things '  of  God  are  understood  by  *  the  things  that 
are  made.*  (Rom.  i.  20.) 
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CHAPTER    V. 
MOW    THE    CHILD    FORMS    CONCEPTIONS. 

Thus  far  we  have  endeavoured  to  account  for  the  ac- 
quisition of  our  notions  of  particular  sensations,  and  of 
objects  as  causing  those  sensations.  We  have  now  to 
inquire  how  we  come  by  those  conceptions  which  have  on 
external  objects  precisely  corresponding  to  them,*  and 
which  are  designated  by  general  names,  or,  as  they 
are  called  in  grammar,  by  common  nouns.  A  child  knows, 
we  will  suppose,  the  oak  tree  in  the  front  of  the  house 
and  the  holly  tree  at  the  back  of  the  house ;  but,  as  yet, 
he  knows  them  only  as  individual  trees.  He  does  not 
perceive  under  their  wide  diversity  of  appearance  certain 
points  in  common.  By  and  by  he  will  see  that  they  both 
have  trunks,  branches,  leaves,  bark,  roots,  etc.,  and  he  will 
form  from  them  a  conception  of  a  tree  as  distinguished  from 
an  oak  tree,  or  a  holly  tree,  or  any  other  tree  with  which  he 
may  become  acquainted. 

How  we  form  conceptions.— It  is  clear  that  this 

conception  is  arrived  at  by  a  process  of  generalisation.    The 
points  of  difference  which  separate  trees  from  other  objects, 

*  This  may  require  a  moment's  explanation.  There  is  a  city  corre- 
sponding to  the  proper  noun  London ;  there  is  nothing  precisely  corre- 
sponding to  the  term  tret.  There  are  individual  trees,  but  there  is  no 
tree  which  is  neither  more  nor  less  than  what  I  mean  by  the  word  tree. 
This  tree  is  a  fir  tree  ;  that  is  an  ash  tree,  and  so  on  ;  but  what  I  am 
thinking  of  is  not  one  or  the  other,  but  simply  of  the  ideas  oov«i^  V) 
the  common  noun  tree* 
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and  the  points  of  agreement  which  unite  all  trees,  form  together 
the  conception  of  a  tree.  A  conception  is  thus  a  purely  men- 
tal combination  of  notions  derived  from  a  number  of  objects 
having  something  in  common,  but  having  no  external  object 
precisely  corresponding  to  it.  When  I  look  at  an  oak  tree  I 
perceive  its  form,  size,  colour,  foliage,  roots,  eta,  and  I  carry 
away  with  me  an  image  more  or  less  exact  of  that  particular 
oak  tree;  but  I  have  a  conception  of  an  oak  tree  which  is  quite 
distinct  from  my  notion  of  any  oak  tree  in  particular,  though 
it  agrees  in  some  respects  with  my  notions  of  each  individual 
oak  tree  with  which  I  am  acquainted.  To  perceive  a  par- 
ticular tree,  the  tree  must  be  before  me;  to  form  a  conception 
of  a  tree  /  need  not  -have  a  tree  before  me.  It  is  enough  for 
me  to  combine  out  of  my  past  perceptions  those  characters 
which  I  have  found  all  trees  to  possess  in  common. 

Conceptions  vary  with  our  generalisations. — 

Our  conceptions  of  things  vary  with  the  extent  of  our 
perception  of  points  of  agreement  and  difference  between 
them.  Thus,  if  I  note  only  the  fact  that  a  number  of 
objects  have  trunks,  branches,  leaves  and  roots,  I  may 
combine  these  characters  into  a  conception  of  a  tree ;  if  I 
further  note  the  particular  characters  of  their  trunks,  branches, 
leaves,  etc.,  I  may  form  conceptions  of  groups  or  classes  of 
trees,  one  possessing  one  set  of  characters  in  common,  and 
another  another,  as  of  oak  trees,  holly  trees,  etc.;  if  I  note 
the  characters  of  oak  trees  more  closely,  I  may  form  con- 
ceptions of  groups  or  classes  of  oak  trees,  one  possessing 
one  set  of  characters  in  common,  and  another  another,  as  of 
the  common  oak,  the  holm  oak,  etc. 

What  is  wanted  in  a  conception.— Conceptions 
should  be  clear  and  distinct,  so  that  we  may  know  precisely 
what  notions  are  combined  to  form  them,  and  thereby  be 
able  to  determine  whether  an  individual  belongs  to  a  class 
or  not    The  vividness  of  our  conceptions  laigdy  depends 
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upon  the  vividness  of  our  perceptions ;  the  distinctness  of 
our  conceptions  on  the  extent  to  which  our  discriminations 
are  carried. 

The  value  of  conceptions  is  most  clearly  perceived  in 
connection  with  language  and  classification.  If  things  were 
not  classified,  we  should  be  obliged  to  name  them  indivi- 
dually ;  whereas,  by  grouping  them,  a  few  names  become 
applicable  to  any  number  of  individuals  included  in  the 
groups.  It  is  needless  to  insist  upon  the  value  of  classifica- 
tion as  a  means  of  discovery  :  the  conception  of  a  class, 
formed  from  the  perception  of  a  few  common  characters, 
will  often  lead  to  the  discovery  of  other  characters  which 
had  not  been  perceived.  Again,  it  is  mainly  by  conception 
that  we  are  enabled  to  acquire  any  knowledge  of  facts  be- 
yond the  range  of  our  personal  experience.  I  have  never 
seen  Niagara;  but  when  I  am  told  that  it  is  a  waterfall, 
I  can  form  some  idea  of  it,  because  I  have  seen  other 
waterfalls,  and  have  a  conception  of  what  constitutes  a 
waterfall. 

Difference ,  between  conception  and  imagina- 
tion.— Strictly  speaking  we  do  not  form  conceptions  ot 
things,  but  only  of  classes.  But  in  common  discourse  people 
often  speak  of  having  conceptions  of  individual  things.  It 
would  be  more  correct  to  speak  of  imagining  a  thing  which 
has  not  been  subjected  to  our  senses.  To  imagine  is  to 
combine  the  mental  images  that  have  been  supplied  by  per- 
ception into  new  wholes.  Thus  I  have  an  image  of  a 
crystal,  and  another  image  of  a  palace,  and  by  combining 
the  two  I  may  imagine  a  crystal  palace.  In  teaching  history 
and  geography  we  have  constantly  to  appeal  to  the  imagi- 
nation to  realise  events  and  scenes  beyond  the  range  of  our 
own  sensible  experiences.  In  such  cases  it  is  obvious  that 
the  image  formed  cannot  be  clearer  than  the  ideas  out  of 
which  it  is  compounded,  and  that  clear  perception  is,  thsx^- 
fore,  indispensable  to  a  vivid  imagination. 

D  2 
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Close  connection  between  distinct  conceptions 
and  language. — ^The  teacher  will  do  well,  in  teaching  the 
application  of  any  common  name,  ue,  in  teaching  the  designa- 
tion of  a  conception,  to  indicate  precisely  the  points  of  agree- 
ment which  integrate  the  class  of  objects  included  under  the 
name,  and  the  points  of  difference  which  separate  the  class 
from  other  classes.  He  should  also  be  particularly  careful 
to  be  consistent  and  accurate  in  his  own  employment  of 
language,  remembering  that  it  is  mainly  by  induction  from 
the  language  of  their  seniors,  that  children  learn  the  applica- 
tion of  words.  Distinctness  of  conception  is  largely  aided 
by  precision  of  language,  just  as  precision  of  language  is 
largely  aided  by  distinct  conception.  Our  own  language  will 
be  precise  in  proportion  as  our  conceptions  are  distinct ;  the 
conceptions  of  our  pupils  will  be  distinct  in  proportion  to 
^he  accuracy  and  consistency  of  the  language  which  they  are 
accustomed  to  hear.  Children  should  often  be  interrogated 
for  the  purpose  of  ascertaining  whether  the  words  they  hear 
and  employ  cover  distinct  conceptions  in  their  minds.* 

'  The  following  story  shows  that  it  is  not  children  only  who  need  to 
verify  their  conceptions  : — A  clergyman,  in  conversation  with  an  old 
lady,  one  of  his  parishioners,  had  occasion  to  suspect,  from  some  re- 
marks  she  dropped,  that  she  had  very  hazy  views  of  the  Pharisees. 
This  led  him  to  say,  *  May  I  venture  to  ask  whether  you  precisely  know 
who  the  Pharisees  were  ?  *  *0  yes,*  she  said  ;  *  they  were  a  small  race 
of  creatures,  not  absolutely  wicked,  but  mischievous.*  By  some  odd 
jumble  she  bad  mixed  them  up  with  the  fairies. 


37 


CHAPTER    VI. 

HOW  SHALL  .WE  CULTIVATE  THE  CHILD'S 

SENSES  ? 

The  mind,  as  we  have  seen,  derives  its  first  notions  of 
the  external  world  from  the  exercise  of  its  senses.  *  From 
the  hour  of  birth,  through  all  the  waking  moments,  there 
pour  in  through  the  eye  ever-varying  impressions  of  light 
and  colour — ^from  the  dimness  of  twilight  to  the  utmost  solar 
refulgence — which  are  reproduced  as  a  highly  diversified 
luminous  consciousness.  Impressions  of  sound,  of  all  quali- 
ties and  intensities — ^loud  and  faint,  shrill  and  dull,  harsh  and 
musical,  in  endless  succession — enter  the  ear,  and  give  rise  to 
a  varied  auditory  consciousness.  Ever-changing  contrasts 
of  touch  acquaint  the  mind  with  hard  things  and  soft,  light 
and  heavy,  rough  and  smooth,  round  and  angular,  brittle  and 
flexible,  and  are  wrought  into  a  knowledge  of  things  within 
reach.  And  so,  also,  with  the  senses  of  taste  and  smelL 
This  multitude  of  contrasted  impressions,  representing  the 
endless  diversity  of  the  surrounding  world,  has  been  organised 
into  a  connected  and  coherent  body  of  knowledge. 

*  After  two  or  three  years,  the  face  that  was  at  first  blank 
becomes  bright  with  the  light  of  numberless  recognitions. 
The  child  knows  all  the  common  objects  of  the  house,  the 
garden,  and  the  street,  and  it  not  only  knows  them  apart, 
but  it  has  extended  its  discrimination  of  likeness  and 
difference  to  a  great  many  of  their  characters.  It  has  found 
out  about  diflferences  of  form,  size,  colour,  weig^xt^  \xaxw^* 
parency,  plasticity,  toughness,  brittleness,  ftoidit^,  ^wtoSQ^ 
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taste,  and  various  other  properties  of  the  solid  and  liquid 
substances  of  which  it  has  had  experience.  It  has  noted 
peculiarities  among  animals  and  plants,  and  the  distinctions, 
traits,  and  habits  of  persons. 

*  Besides  this,  it  has  learned  to  associate  names  with  its 
ideas  :  it  has  acquired  a  language.  The  number  of  words  it 
uses  to  express  things,  and  actions,  and  qualities,  degrees 
and  relations  among  these  things  and  actions,  shows  the 
extent  to  which  its  discriminations  have  been  carried; 
groups  of  ideas  are  integrated  into  trains  of  thought,  and 
words  into  corresponding  trains  of  sentences,  to  communi- 
cate them.'  ^ 

Nature  to  be  our  guide.— When  a  child  goes  to 

school,  the  first  duty  of  the  teacher  is  to  continue  the  method 
of  education  which  has  been  pursued  by  nature :  to  increase 
the  acuteness  of  the  senses  by  suitable  exercises,  to  direct 
them  to  appropriate  objects,  to  extend  the  discriminations 
of  likeness  and  unlikeness  in  which  its  present  knowledge 
consists,  and  to  supply  words  as  they  are  wanted^  to  desig- 
nate the  notions  and  conceptions  which  the  mind  gradually 
accumulates. 

Now  Nature's  education  begins  with  life,  and  her  school 
is  the  school  of  experience.  She  teaches  nothing  but  what 
the  child  will  need  to  know,  and  all  her  lessons  are  regulated 
by  the  degree  of  development  which  he  has  reached  and  the 
practical  use  to  which  her  lessons  are  to  be  applied.  She 
is  in  no  hurry.^    She  does  not  cram.    She  associates  plea- 

*  Culture  of  the  Observing  Powers  of  Children,  by  Miss  Youmans, 
j^,  9-1  o. 

*  Darwin  says  of  one  of  his  children  that  he  was  not  able,  even  at 
124  days  old,  to  easily  recognise  whence  a  sound  proceeded.  His 
power  of  vision  was  developed  much  earlier.  His  eyes  were  fixed  on 
a  candle  as  early  as  the  ninth  day,  and  up  to  the  forty>fifth  day 
nothing  else  seemed  thus  to  fix  them.  On  the  forty-ninth  day  his 
attention  was  attracted  by  a  bright-coloured  tassel.  He  could  not 
follow  well  with  his  eye  a  swinging  object  at  7^  months  old.  He 
could  move  his  hands  to  his.  mouth  before  he  was.  forty  days  old. 
"When  between  eighty  and  ninety  days  old  lie  drew  all  sorts  of  objects 
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sures  and  pains  with  the  sensations  to  which  she  wishes  to 
direct  attention.  She  repeats  her  lessons  day  after  day  with 
unwearying  patience  and  with  infinite  variety  of  illustra- 
tion and  exercise.  She  leaves  time  for  her  lessons  to  be 
thoroughly  assimilated  and  put  in  practice.  She  links  on 
new  knowledge  to  old.  She  converts  every  sense  into  an 
avenue  for  conveying  new  ideas,  and  every  instinct  into  an 
instrument  for  stimulating  the  infant  to  exercise  his  senses. 
She  never  wearies  her  pupil.  As  soon  as  he  is  tired  of 
examining  one  thing  she  directs  him  to  another,  and  when  he 
is  tired  of  examining  everything,  she  sends  him  to  sleep. 
She  turns  everything  to  account  for  the  purpose  of  in- 
structing and  educating  him,  and  teaches  him  invaluable 
lessons  while  he  seems  to  be  only  sucking  a  coral,  or 
pulling  a  flower  to  pieces,  or  rolling  a  ball,  or  smoothing  a 
cat.  Examine  her  pupil  at  the  age  of  three  and  you  will 
find  that  he  has  learnt  the  leading  elementary  truths  of 
Physics  without  attending  the  lectures  of  any  learned  pro- 
fessor ;  that  he  has  some  acquaintance  with  Botany,  and 
considerable  knowledge  of  Natural  History ;  that  he  has 
a  deep  insight  into  human  character,  and  that,  without  the 


into  his  mouth.  When  132  days  old  he  often  failed  to  grasp  objects 
brought  within  his  reach.  {Mind,  July  1877,  p.  285.)  Tiedemann,  who 
made  similar  observations,  says  that  one  of  his  infants  on  the  day  after 
his  birth  moved  his  eyes  in  all  directions,  not  at  random,  but  as  if  they 
sought  objects,  and  directed  themselves  by  preference  to  things  in 
movement.  When  he  was  thirteen  days  old  he  showed  some  traces  of 
acquired  ideas,  and  evidently  took  notice  of  the  gestures  of  those  who 
spoke  to  him.  Their  words  stopped  his  tears.  When  eighteen  days 
old  he  showed  signs  of  the  association  of  ideas.  Thus,  if  he  cried,  and 
was  placed  on  one  of  his  sides  in  the  position  of  suckling,  or  if  he  felt 
a  warm  hand  upon  his  face,  he  would  become  silent,  and  seek^  his 
mother's  bosom. .  At  thirty-eight  days  pld  the  plapng  of  a  piano  gave 
him  evident  pleasure.  (Quoted  in  Les  Trois  Premih'es  Annies  de 
r Enfant,  par  Bernard  Perez.)  The  order  and  rapidity  with  which  the 
faculties  of  children  develope  vary  very  considerably.  M.  Taine  says 
of  one  of  his  infants  that  at  2^  months  she  would,  on  hearing  her 
grandmother's  voice,  turn  her  head  to  the  side  from  which  it  cassia, 
Mr,  Darwin's  child,  as  we  have  seen,  could  not  te\X  Vf^W  lOafc  ^visfcOXotk. 
from  wUdr  a  sound  came  when  he  was  124  days  old.  ^  -  *    * 
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assistance  of  grammar  or  dictionary,  he  has  learnt  to  speak 
his  mother-tongue  with  tolerable  fluency  and  accuracy;  that 
he  has  made  a  commencement  in  several  mechanical  crafts, 
such  as  those  of  the  mason  and  carpenter ;  that  he  is  not 
wholly  ignorant  of  the  Fine  Arts,  and  that  he  has  elementary 
notions  of  the  truths  of  morality  and  religion. 

We  clearly  cannot  do  better,  then,  than  take  Nature 
for  our  guide  when  the  child  leaves  the  nursery  to  go  to 
school.  She  has  mapped  out  for  us  the  course  which  we 
ought  to  pursue  in  his  formal  education.  'New  helps 
and  resources  may  be  needed,  but  the  essential  means 
should  be  the  same.  Mental  growth  is  to  be  carried  by 
cultivation  to  still  higher  stages,  with  the  same  processes 
hitherto  employed.  Nothing  is  more  obvious  than  that  the 
child's  entrance  upon  school-life,  instead  of  being  the  wise 
continuation  of  processes  already  begun,  is  usually  an 
abrupt  transition  to  a  new,  artificial,  and  totally  different 
sphere  of  mental  experience.  Although  in  the  previous 
periods  it  has  learned  more  than  it  ever  will  again  in  the 
same  time,  and  learned  it  according  to  the  fundamental 
laws  of  growing  intelligence,  yet  the  current  notion  is  that 
education  begins  with  the  child's  entrance  upon  school-life. 
That  which  does  begin  it  this  time  is  not  education,  but 
simply  the  acquirement  of  new  helps  to  it'  ^ 

The  aim  which  the  teacher  should  set  before 
him  in  cultivating  the  senses.  —  In  cultivating  the 
senses,  our  aim  should  be,  not  so  much  to  bring  them  to 
their  highest  possible  acuteness,  as  to  fit  them  for  the  duties 
of  life,  as  efficient  and  ready  instruments  of  the  mind.  It  is 
a  simple  extravagance  to  aim  at  attaining  '  an  eye  as  keen 
and  piercing  as  that  of  the  eagle ;  an  ear  as  sensitive  to  the 
faintest  sound  as  that  of  the  hare ;  a  nostril  as  far-scenting 
as  that  of  the  wild  deer ;  a  tongue  as  delicate  as  that  of  the 
butterfly;  and  a  touch  as  acute  as  that  of  the  spider/    One 

'  Culture  of  the  Observing  Powers  of  Children^  "p^,  14-15* 
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is  tempted,  on  hearing  such  language,  to  quote  the  words 
of  Pope  : — 

Why  has  not  man  a  microscopic  eye  ? 

For  this  plain  reason — man  is  not  a  fly. 

Say  what  the  use  were  finer  optics  given, 

To  inspect  a  mite,  not  comprehend  the  heaven? 

Or  touch,  if  tremblingly  alive  all  o'er, 

To  smart  and  agonise  at  every  pore  ? 

Or  quick  eflluvia  darting  through  the  brain, 

Die  of  a  rose  in  aromatic  pain  ? 

If  Nature  thundered  in  his  opening  ears. 

And  stunned  him  with  the  music  of  the  spheres. 

How  would  he  wish  that  Heaven  had  left  him  still 

The  whispering  zephyr  and  the  purling  rill. 

Nor  need  we  have  recourse  to  exercises  for  the  exclusive 
purpose  of  cultivating  the  senses.  The  same  lessons  which 
will  supply  children  with  such  knowledge  as  it  is  most 
desirable  they  should  acquire,  will  afford  adequate  oppor- 
tuni^es  for  the  exercise  of  the  senses.  Mr.  Herbert  Spencer 
says  on  this  point :  *  From  the  Bushman,  whose  eye,  habitu- 
ally employed  in  identifying  distant  objects  that  are  to  be 
pursued  or  fled  from,  has  acquired  a  telescopic  range,  to  the 
accountant  whose  daily  practice  enables  him  to  add  up 
several  columns  of  figures  simultaneously, — ^we  find  that  the 
highest  power  of  a  faculty  results  from  the  discharge  of  those 
duties  which  the  conditions  of  life  require  it  to  discharge. 
And  we  may  be  sure,  a  priori^  that  the  same  law  holds 
throughout  education.  The  education  of  most  value  for 
guidance  must  be  at  the  same  time  the  most  valuable  for 
discipline.'  * 

Children  must  use  their  senses.— The  great  thing 

for  the  teacher  to  aim  at  is  to  get  children  to  use  their 
senses  in  the  acquisition  of  all  knowledge  that  is  based 
on  observation.  This  they  may  do  either  by  collecting 
facts  for  inductions  of  their  own,  or  by  verifpng  the  obser- 
vations of  others.  Words  are  invaluable  helps  to  the  mind 
in  classifying  things,  in  recollecting  them,  in  reasoning  &q»xcw 

*  BducoHm^  Intellectual^  Morale  and  Physical,  ^.  A?]. 
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them,  and  in  communicating  knowledge  relating  to  them, 
but  they  can  never  supersede  the  necessity  for  original  obser*- 
vation.  They  have  no  meaning  until  the  ideas  are  lodged 
in  the  mind  which  they  designate,  and,  however  familiar  they 
may  be  to  the  ears  of  the  children  who  hear  them,  they  are, 
without  anteoedent  sense-impressions,  a  meaningless  and 
unknown  language.  Childien  mustsee,  and  hear,  and  taste^ 
and  smell,  and  touch  for  themselves,  before  they  can  benefit 
by  the  observation  and  testimony  of  others.  Without  accu- 
rate sense-impressions  our  perceptions  must  be  erroneous  ; 
and  with  erroneous  perceptions  our  conceptions,  our  judg- 
ments, our  reasoning,  and  all  our  other  mental  operations 
must  be  erroneous.  *  The  education  of  the  senses  neglected, 
all  after-education  partakes  of  a  drowsiness,  a  haziness,  an 
insufficiency,  which  it  is  impossible  to  cure.'  ^  The  con- 
crete being  unknown,  or  imperfectly  known,  the  abstract  is 
marked  by  the  same  characteristics. 

Miss  Edgeworth  says  on  this  point:  'Rousseau  has 
judiciously  advised  that  the  senses  of  children  should  be 
cultivated  with  the  utmost  care.  In  proportion  to  the  dis- 
tinctness of  their  perceptions  will  be  the  accuracy  of  their 
memory,  and  probably  also  the  precision  of  their  judgment. 
A  child  who  sees  imperfectly  cannot  reason  justly  about  the 
objects  of  sight  because  he  has  not  sufficient  data.  A  child 
who:  does  not  hear  distinctly  cannot  judge  well  of  sound ; 
and  if  we  could  suppose  the  sense  of  touch  to  be  twice  as  accu- 
rate in  one  child  as  in  another,  we  might  conclude  that  the 
judgment  of  these  children  must  differ  in  a  similar  propor- 
tion. The  defects  in  organisation  are  not  within  the  power 
of  the  preceptor  ;  but  we  may  observe  that  inattention  and 
want  of  exercise  are  frequently  the  causes  of  what  are  mis- 
taken for  natural  defects ;  and,  on  the  contrary,  increased 
attention  and  cultivation  sometimes  produce  that  quickness 
of  eye  and  ear,  and  that  consequent  readiness  of  judgment, 

^  ^ducaiionylntelleetudl^  Morale  and  Pkysieati-pi  6^  ' 


HOW  TO  CULTIVATE  THE  CHILD'S  SENSES.     43 

which  we  are  apt  to  attribute  to  natural  superiority  of  organi- 
sation or  capacity.' 

But  the  formation  of  habits  of  obsenfation  is,  perhaps, 
of  more  value  even  than  the  knowledge  gained  in  childhood 
by  the  exercise  of  the  senses.  There  is  no  occupation  in 
life  in  which  powers  of  accurate  observation  are  not  needed, 
to  say  nothing  of  the  infinite  sources  of  pleasure  which  those 
powers  open  up  to  us.  *  If  we  consider  it,'  says  Mr.  Spencer, 
*  we  shall  find  that  exhaustive  observation  is  an  element  of 
all  great  success.  It  is  not  to  artists,  naturalists,  and  men 
of  science  only,  that  it  is  needful ;  it  is  not  only  that  the 
physician  depends  on  it  for  the  correctness  of  his  diagnosis, 
and  that  to  the  engineer  it  is  so  important  that  some  years 
are  prescribed  in  the  workshop  for  him ;  but  we  may  see 
that  the  philosopher,  also,  is  fundamentally  one  who  observes 
relationships  of  things  which  others  had  overlooked,  and 
that  the  poet,  too,  is  one  who  sees  the  fine  facts  in  nature 
which  all  recognise  when  pointed  out,  but  did  not  before 
remark.  Nothing  requires  more  to  be  insisted  on  than  that 
vivid  and  complete  impressions  are  all-essential.  No  sound 
fabric  of  wisdom  can  be  woven  out  of  rotten  raw  material.' 
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CHAPTER  VII. 
OBJECT    LESSONS. 

The  intention  of  object  lessons  is  not  so  much  to  com- 
municate information  as  to  put  children  in- the  way  of  col 
lecting  information  for  themselves;  to  sharpen  and  direct 
their  senses ;  to  teach  them  to  see  things,  instead  of  merely 
looking  at  them,  and  to  decompose  the  confused  aggregate 
of  impressions  which  things  at  first  make  upon  the  mind  ; 
to  get  them  to  classify  and  generalise  and  connect  simple 
phenomena  with  their  antecedents  and  consequents ;  to 
exercise  the  reason ;  and  to  do  this  in  Nature's  own  way,  by 
bringing  the  learner,  as  far  as  possible,  into  direct  contact 
with  things,  and  satisfying  his  own  instinctive  needs. 

The  most  suitable  subjects  for  a  teacher  to  begin  with  in 
the  cultivation  of  the  perceptive  and  conceptive  faculty 
are — 

1.  Such  as  afford  occupation  for  the  hands  (thereby  gra- 
tifying the  love  of  activity),  as  well  as  exercise  for  the 
senses,  ^.^.  the  Kinder  Garten  *  gifts,'  coloured  balls,  divided 
solids  capable  of  combination  in  pleasing  groups,  etc. 

2.  Common  things^  such  as  a  table,  a  chair,  a  bed,  a 
poker,  a  pin,  a  needle,  a  knife  and  fork,  a  scissors,  a 
thimble,  a  feather. 

3.  Subjects  from  natural  history^  such  as  the  cat,  the 
dog,  the  cow,  the  horse,  the  mouse,  the  robin,  a  bird's  nest, 
a  daisy,  an  apple,  an  orange,  a  potato,  wool,  the  lion, 
camel,  etc. 

4*  Subjects  connected  with  food  and  dress^  such   as 
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bread,  cheese,  butter,  tea,  coffee,  bacon,  rice,  sugar,  salt, 
pepper,  spice,  rice,  vinegar ;  a  straw  bonnet,  cotton,  linen, 
and  cloth,  a  shoe,  a  button,  thread,  a  hook  and  eye. 

5.  Subjects  connected  with  the  hwnan  body^  such  as  the 
head,  the  arms,  the  legs,  the  hands,  the  feet,  the  eye,  the 
ear,  the  teeth,  the  tongue,  the  nose,  the  skin,  the  hair. 

6.  Subjects  connected  with  domestic  and  industrial  eco- 
nomy, such  as  baking,  washing,  brewing,  cooking,  building, 
a  butcher's  shop,  a  blacksmith's  shop,  a  tailor's  shop,  a 
grocer's  shop,  a  fishmonger's  shop. 

7.  Subjects  connected  m^Ca  familiar  physical  phenomena^ 
such  as  the  sun,  the  moon,  the  wind,  rain,  snow,  water,  day, 
night,  the  seasons,  clouds. 

Classification  of  object  lessons.— Object  lessons 

for  infant-schools  may  be  conveniently  grouped  into  four 
classes,  corresponding  to  the  ages  of  the  children  : — 

(i)  Lessons  in  which  the  main  purpose  is  to  lead  chil- 
dren to  perceive  the  parts  and  the  more  obvious 
qualities  of  objects. 

(2)  Lessons  calling  attention  to  the  less  obvious  quali- 

ties  and  uses  of  objects. 

(3)  I^essons  involving  an  easy  classification  of  things. 

(4)  Lessons  directing  attention  to  the  adaptation  of  means 

to  ends,  and  thereby  exercising  the  reason. 

The  same  subject  may  be  treated  in  aU  these  ways,  the 
teacher  remembering  that  the  senses  should  be  chiefly 
exercised  first,  the  conceptive  faculty  next,  and  the  reasoning 
faculty  last  of  all. 

Object  lessons  should  be  continued  until  children  take 
up  the  formal  study  of  the  subjects  under  which  they  are 
included — ^physical  geography,  physiology,  chemistry,  etc. 
*  They  should  not  be  limited  to  the  contents  of  the  house^ 
but  should  include  those  of  the  fields  and  iVie  \i&^<^>  ^^ 
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granary  and  the  se^hore.  They  should  not  cease  with 
early  childhood,  but  should  be  kept  up  during  youth,  as 
insensibly  to  merge  into  the  investigations  of  the  naturalist 
and  the  man  of  science/  ^  As  far  as  possible,  even  in  the 
infant-school,  lessons  relating  to  connected  and  kindred 
subjects  should  be  given  in  a  series,  so  that  the  relations 
between  things  may  be  perceived,  and  in  order  that  new 
knowledge  may  be  linked  on  to  the  old.  *  Alike  in  its 
order  and  its  methods,'  says  Mr.  Herbert  Spencer,  *  educa- 
tion must  conform  to  the  natural  process  of  mental  evolu- 
tion; there  is  a  certain  sequence  in  which  the  faculties 
spontaneously  develope,  and  a  certain  kind  of  knowledge 
that  each  requires  during  its  development ;  and  it  is  for  us 
to  ascertain  this  sequence,  and  supply  this  knowledge/ 

Apparatus  and  illustrations. — The  teacher  should 
in  all  cases  take  care  to  provide  himself  beforehand  with 
the  apparatus  necessary  for  his  lesson,  the  apparatus  and 
the  experiments  made  with  it  being,  if  properly  used,  in 
themselves  the  lesson,  and  the  teacher  merely  a  demon- 
strator, whose  function  is  not  so  much  to  communicate 
knowledge  by  word  of  mouth  as  to  direct  and  test  the  child's 
powers  of  observation  and  reasoning.  Careful  attention 
should  be  paid  to  the  order  in  which  the  experiments  are 
performed  and  the  specimens  displayed. 

Specimens. — If  possible,  the  teacher  should  have 
the  actual  object  on  which  the  lesson  is,  placed  before  the 
children  ;  and  a  specimen  of  it  should  be  given  to  each  child. 
For  instance,  if  the  lesson  were  on  a  daisy,  each  child  should 
have  a  daisy,  and  should  examine  it  for  himself  under  the 
teacher's  direction,  first  taking  off  one  part  and  then  another, 
and  laying  each  part  carefully  aside.  An  enthusiastic  teacher 
will  always  be  on  the  look-out  for  specimens  for  the  illustra- 
tion of  his  lessons,  and  will  take  advantage  of  times  and 

'  Mr.  Herbert  Spencer. 
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opportunities  to  secure  them.  I  recently  heard  a  lesson  on 
the  bee,  and  found  that  the  teacher  had  had  the  forethought 
to  secure  a  complete  hive  of  dead  bees,  from  which  he  was 
enabled  to  furnish  every  child  with  a  handful  at  the  begin- 
ning of  the  lesson.  Every  school  should  be  provided  with 
(i)  a  small  caMnet  of  objects  illustrating  the  animal,  vegetable^ 
and  mineral  kingdoms,  and  the  more  important  arts  and 
manufactures ;  (2)  a  museum  of  curiosities  and  other  objects 
of  interest,  to  which  the  children  should  be  encouraged 
to  contribute ;  and  (3)  apparatus  for  melting,  evaporating, 
straining,  measuring,  weighing,  etc 

Pictures. — If  the  actual  object  cannot  be  had,  then  a 
picture  of  it  should  be  introduced  ;  but  it  should  not  be  for- 
gotten that  a  picture  is  only  an  imperfect  symbol  of  the  object 
which  it  represents.  It  is,  of  course,  a  more  perfect  S)rmbol 
than  a  word,  because  it  is  not  arbitrary  and  bears  some  re- 
semblance to  the  real  thing ;  but  it  is  addressed  to  only  a 
single  sense,  and  is  very  liable  to  mislead  even  that.  It  can 
give  no  idea,  except  by  way  of  suggestion  from  the  associa- 
tion of  ideas,  of  resistance,  weight,  texture,  eta  Pictures  that 
are  not  on  the  same  scale  as  the  objects  represented  should 
contain  some  familiar  object  to  furnish  a  standard  for  relative 
measurement.  A  picture  of  a  mouse  should  contain  a  cat. 
A  picture  of  an  elephant  should  contain  a  man.  This  rule 
should  be  invariably  observed  in  lessons  on  Natural  History, 

Models  are  still  better  than  pictures.  They  can  be 
taken  to  pieces,  set  in  motion,  and  shown  in  a  wide  variety 
of  situations.  They  appeal  at  once  to  the  instincts  of  know- 
ledge, activity,  and  transformation. 

The  black-board.  —  As  an  auxiliary  to  all  other 
modes  of  illustration  the  black-board  should  be  freely  used  ^ 
Every  teacher  should  be  able  to  draw  rapidly  and  effeetiveljr 
before  his  class.   An  illustration  may  often  be  drawn.  osii&^^^ 
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black-board  when  no  other  form  of  illustration  is  available. 
Children  love  to  see  a  drawing  grow  under  their  eyes. 
Moreover  a  black-board  drawing  enables  the  teacher  to 
present  a  complex  object  bit  by  bit,  and  to  exaggerate  the 
scale  of  important  parts  of  an  object  that  are  too  small  to  be 
clearly  seen  in  a  model  or  complete  drawing.  In  lessons 
on  subjects  in  which  form  plays  an  important  part,  as  in 
Botany,  it  is  well  to  get  the  children  to  copy  for  themselves 
the  forms  set  before  them. 

Words  to  be  communicated  after  the  ideas 
which  they  represent. — In  his  desire  to  get  children  to 
acquire  real  knowledge,  the  teacher  should  not  forget  the 
importance  of  their  acquiring  verbal  knowledge  commensu- 
rate with  it.  Words  are  indispensable  as  the  symbols  of 
knowledge  and  should  be  taught  as  occasion  requires,  care 
being  taken  that  the  knowledge  of  the  thing  or  quality  takes 
precedence  of  the  knowledge  of  the  word  designating  it 
There  are  some  quahties  that  are  common  to  large  classes  of 
objects.  It  is  not  necessary  to  introduce  these  into  every 
lesson  on  objects  possessing  them.  Once  they  are  well  known, 
the  teacher  may  assume  the  knowledge  of  them  and  direct 
his  attention  more  particularly  to  distinctive  qualities. 

All  new  words  should  be  written  on  the  black-board, 
and  an  abundance  of  examples  should  be  given  and  re- 
quired in  which  the  words  occur. 

Importance  of  neatness.— Teachers  cannot  be  too 

careful  in  performing  experiments,  in  handling  and  arranging 
specimens,  and  in  drawing  and  writing  on  the  black-board, 
to  set  an  example  of  neatness,  order,  and  symmetrical 
arrangement.  Clumsy  experiments,  disorderly  heaps  of 
specimens,  bad  drawings,  illegible  writing,  and  confused 
black-board  work  have  necessarily  a  bad  moral  and  intel- 
lectual effect  on  the  minds  of  the  children  before  whose  eyes 
they  are  constantly  presented. 
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CHAPTER  VIII. 

ON  THE  SPECIAL  VALUE  OF  THE  PHYSICAL 
SCIENCES  AS  INSTRUMENTS  FOR  CULTIVAT- 
ING THE  SENSES. 

The  special  value  of  the  Physical  Sciences  as  educational 
instruments  lies  in  the  fact  that  they  bring  the  mind,  if 
properly  studied,  in  contact  with  things  and  not  mere  wardSy 
and  afford  suitable  opportunities  for  systematic  training  of  the 
observing  faculties.  *  A  lesson  one  day  on  a  bone,  the  next 
on  a  piece  of  lead,  and  the  next  on  a  flower,  may  be  ex- 
cellent for  imparting  "  information,"  but  the  lack  of  relation 
among  these  objects  unfits  them  to  be  employed  for  develop- 
ing connected  and  dependent  thought.  This  teaching  can 
be  thoroughly  successful  only  when  the  objects  studied  are 
connected  all  together  in  a  large,  complex  whole,  as  a  part  of 
the  order  of  nature.  The  elementary  details  must  be  such 
as  children  can  readily  apprehend,  while  the  characters  and 
relations  are  so  varied  and  numerous  as  to  furnish  an  extended 
course  of  acquisition  issuing  in  a  large  body  of  scientific 
principles.  Only  in  a  field  so  broad  and  inexhaustible  as  to 
give  play  to  the  mental  faculties  in  their  continuous  expan- 
sion can  object-studies  have  that  real  disciplinary  influence 
which  is  now  so  desirable  an  element  of  popular  education.' 
(Miss  Youmans). 

What  should  be  aimed  at  in  phjrsical  studies. 

The  object  which  the  teacher  should  set  before  him  in  teach- 
ing any  physical  science  should  be  : — 

(i)  To  let  facts  speak  for  themselves ; 
(2)  To  supply  suitable  experiments  and  specimens  fox 
the  establishment  of  general  laws  *, 
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(3)  To  secure  accuracy  and  solidity  in  the  knowledge 

acquired ; 

(4)  To  connect  scientific  principles  with  their  practical 

applications ; 

(5)  To  sharpen  the  observing  powers; 

(6)  To  cultivate  the  imagination  in  the  apprehension  of 

theories  where  proof  is  not  available ; 

(7)  To  exercise  the  reasoning  powers ; 

(8)  To  form  good  intellectual  habits. 

The  Physical  Sciences  most  suitable  for  these  purposes 
are  Botany,  Chemistry,  Human  Ph)rsiology,  Magnetism  and 
Electricity,  Geology  and  Physical  Geography. 

Botany. — Of  these  Botany  is,  perhaps,  the  most  valu- 
able and  available,  from  an  educational  point  of  view.  Its 
special  advantages  are  these : — 

(i)  The  materials  for  its  study  are  everywhere  acces- 
sible ; 

(2)  The  study  can  be  carried  on  in  an  ordinary  school- 

room and  requires  little  apparatus ; 

(3)  The  elementary  facts  are  so  simple  that  their  study 

can  be'  commenced  in  early  childhood,  and  so 
numerous  as  to  admit  of  a  prolonged  course  of 
observation ; 

(4)  The  study  may  be  stopped  at  any  stage,  and  the 

advantages  gained  are  substantial  and  valuable ; 

(5)  The  means  are  furnished    for   organising  object- 

teaching  into  a  systematic  method ; 

(6)  The  study  is  unrivalled  in  the  scope  it  offers  to  the 

descriptive  powers,  as  its  vocabulary  is  more 
copious,  precise,  and  well-settled  than  that  of  any 
other  of  the  natural  sciences ; 

(7)  It  is  congenial  with  the  pleasurable  activity  of  child- 

hood and  enforces  rambles  and  excursions; 
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(8)  It  has  a  practical  value  in  agriculture  and  horticul- 

ture, pursuits  in  which  more  people  are  occupied 
and  interested  than  in  all  others  put  together ; 

(9)  The  study  of  plant-forms  opens  up  to  us  a  world  of 

grace,  harmony,  and  beauty,  that  is  not  without 
influence  upon  the  aesthetic  feelings,  and  the 
appreciation  of  Art ; 

(10)  Botany  is  a  source  of  pure  and  unfailing  personal 

enjoyment; 

(11)  It  involves,  in  its  higher .  branches,  the  employment 

of  the  microscope,  the  most  delicate  and  powerful 
of  all  instruments  of  observation.; 

(12)  It  opens  the  field  of  experiment  and  affords  oppor- 

tunity for  cultivating  manipulating  processes ; 

(13)  It  has    intimate    connections  with  all  the  other 

sciences — Ph)rsics,  Chemistry,  Geology,  Meteoro- 
logy, and  Physical  Geography,  and  is  the  proper 
introduction  to  the  great  subject  of  Biology — the 
science  of  the  general  laws  of  life.  (Abridged 
from  Miss  Youmans. ) 

The   use  of  books  in  the  study  of  phjrsical 

science. — Books  cannot  be  wholly  dispensed  with  in  the 
study  of  Physical  Science,  but  they  should  be  subordinated 
to  the  study  of  things.  Their  proper  use  would  seem  to  be 
to  follow  observation  and  experiment,  and  present  in  accu- 
rate language  the  truths  elicited  by  personal  investigation. 

In  the  earlier  stages  of  teaching  physical  science  the 
teacher  should  rely  mainly  upon  oral  instruction,  his  imme- 
diate object  being  to  stimulate  curiosity  and  minimise 
difficulties,  so  as  to  render  the  subject  as  attractive  as 
possible.  In  the  later  stages  it  is  well  for  the  class  to  go 
firstly  over  the  ground  which  the  teacher  proposes  to  traverse 
by  themselves.  •  They  will  then  be  better  prepared  for  his 
instruction.  They  will  have  thought  themselves  hungry,  and 
willcome  tp  his  teaphing  with  an  intellectsosl  apv^^^ 

£  2 
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CHAPTER    IX. 
LESSONS   ON   COLOUR  AND   FORM. 

One  of  the  earliest  impressions  which  the  mind  is  capable 
of  receiving  is  that  produced  by  the  undecomposable  sensa- 
tion of  light  Following  the  order  of  nature,  the  teacher 
should  make  the  pupils  acquainted  at  the  earliest  stage  of 
their  education  with  the  more  marked  differences  of  colour, 
taking  advantage  of  every  convenient  opportunity  to  direct 
the  eye  to  harmonious  combinations  of  colour.  The  appa- 
ratus requisite  for  a  series  of  lessons  on  Colour  would  be — 

(a)  A  sheet  of  coloured  squares  showing 

1.  Black  and  white. 

2.  Primary  colours. 

3.  Secondary    „ 

4.  Common  shades  of  different  colours, 

(d)  Loose  cards  coloured  in  the  same  way. 
{c)  Coloured  wools. 

(d)  Coloured  textile  fabrics. 

(e)  Coloured  pictures. 

As  the  colours  are  learnt  the  children  should  be  required 
to  match  the  loose  cards  from  the  coloured  squares,  or  vtc^ 
versd,  to  match  the  squares  from  the  cards  ;  to  name  familiar 
objects  of  the  colour  which  is  under  consideration  ;  to  name 
shades  of  the  colour,  etc. 

The  harmony  of  colours  is  best  taught  by  familiarising 
the  eye  with  instances  of  it.  The  teacher  should  carefully 
avoid,  in  the  use  of  qoloiured  balls  apd  wools,  and^  indeed^ 
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at  all  other  times,  inharmonious  combinations  of  colour. 
Female  teachers  cannot  be  too  particular  in  the  selection  of 
the  colours  of  their  own  ai:ticles  of  dress.  Careful  attention 
should  also  be  paid  to  the  colouring  of  the  school,  and  the 
selection  of  pictures  for  the  walls. 

The  most  elementary  lessons  on  form  should  be  on  the 
Kinder  Garten  *  gifts,*  which  admit  of  being  handled  as  well 
as  seen,  the  notion  of  solid  form  being,  as  we  have  seen, 
mainly  derived  from  tactile  sensations. 

The  apparatus  required  for  teaching  superficial  form 
should  consist  of — 

(a)  A  sheet  showing  the  commoner  geometrical  plane 

and  solid  figures. 
(^)  A  box  of  wooden  models  to  correspond. 

The  children  should  be  required — 

(i)  To  count  the  number  of  sides  which  each  figure 
possesses  as  the  teacher  runs  his  finger  over  them 
or  points  to  them  on  the  sheet; 

(2)  To  match  the  models  from  the  sheet,  and  the  figures 

on  the  sheet  from  the  models ; 

(3)  To  name  the  figures  a/fer  the  figures  have  come  to 

be  readily  identified ; 

(4)  To  name  familiar  objects  resembling  the  figures  ; 

(5)  To  describe  the  shape  of  familiar  objects  ;  and  so  on. 

Linear  form  is  best  taught  in  connection  with  drawing. 

In  teaching  drawing  the  children  should  not  be  detained 
too  long  over  unmeaning  straight  lines  and  curves.  Their 
delight  in  drawing  mainly  arises  from  the  satisfaction  which 
it  affords  to  their  imitative  and  creative  instincts,  and  is 
naturally  greatest  in  representing  objects  in  which  they  take 
an  interest 

The  order  of  a  series  of  elementary  drawing  lessons 
would  appear  to  be — 
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(i)  The  representation  of  common  objects  bounded  by 
straight  lines,  e,g,  a  post,  a  stool,  a  bench,  a  box,  a 
ladder,  a  comb,  a  bed,  a  clothes-horse,  a  table. 

(2)  The  duplication  of  straight  lines  as  seen  in  various 

common  objects,  such  as  the  preceding  series.  . 

(3)  The  representation  of  common  objects  in  which 

curves  appear,  e,g,  a  clock,  an  arched  window^  a 
kite,  a  jug,  etc. 

(4)  The  representation  of  symmetrically  divided  objects, 

needing  measurement  with  the  eye,  e.g,  a  window 
showing  panes,  a  door  showing  panels,  a  Maltese 
cross,  the  front  of  a  house,  etc. 

As  soon  as  children  have  acquired  some  facility  in 
drawing /n?w  the  flat  they  should  draw  from  models. 

The  teacher  should  always  show  young  pupils  where  to 
begin  in  drawing  an  object,  and  should  draw  it  himself  bit 
by  bity  on  the  black-board,  taking  care  that  they  keep  pace 
with  him.  A  complex-looking  object  frightens  a  child,  but 
if  it  be  decomposed  and  presented  a  line  at  a  time,  he  is 
encouraged  to  attack  it.  There  is  this  further  advantage  in 
this  method  :  the  children  are  kept  well  together  and  are 
prevented  from  wasting  their  time  in  needless  use  of  the 
india-rubber. 

Inventive  drawing  is  best  taught  after  children  have  ac- 
quired some  facility  in  drawing  straight  lines  and  curves,  and 
the  commoner  geometrical  forms.  The  apparatus  required 
for  it  are — 

(i)  Books  ruled  for  the  purpose. 
(2)  The  black-board. 

The  children  should  be  shown  how  a  figure  may  be 
ornamentally  filled  up,  and  after  some  practice  in  copying 
examples,  should  be  encouraged  to  make  designs  of  dieir 
own. 
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CHAPTER  X. 

THE   SENSES   IN   RELATION  iTO  THE  ORDINARY 
SUBJECTS  OF  SCHOOL  INSTRUCTION. 

There  are  few  subjects  of  school  instruction  in  which  the 
senses  might  not  play  an  important  part,  if  teachers  would 
only  set  children  to  observe  for  themselves,  instead  of  giving 
them  verbal  accounts  of  observations  made  by  other  people. 
Even  in  those  exercises  in  which  children  are  bound  to  see 
things  for  themselves,  such  as  writing  and  drawing,  the 
teacher  may  do  much  to  make  them  observe  more  accu- 
rately, by  (i)  getting  them  to  decompose  complex  objects, 
(2)  by  classifying  the  parts,  and  presenting  them  in  the  order 
of  their  simplicity,  and  (3)  by  a  critical  comparison  between 
the  object  and  its  copy. 

Readings  is  an  art  which  is  mainly  acquired  through 
the  visual  memory.  We  are  only  concerned,  for  the  pre- 
sent, with  that  part  of  it  which  deals  with  the  learning  the 
shapes  of  letters  and  printed  words. 

Before  children  begin  to  learn  the  Alphabet  they  should 
have  their  eyes  trained  to  perceive  the  elements  of  which 
letters  are  composed,  and  their  fingers  trained  to  reproduce 
them.  All  the  capital  letters  (and  those  only  should  be 
taught  first,  because  they  are  the  simplest  in  outline)  are  con- 
structed out  of  these  four  simple  elemejits,  viz.  (i)  the  vertical 
line,  (2)  the  horizontal  line,  (3)  oblique  lines,  (4)  the  circle. 

By  judiciously  constructed  exercises,  based  on  these  ele- 
ments, the  children  may  be  led  on  to  produce  the  letters  a& 
they  are  learnt.    The  advantages  of  this  m^O^iod  dx^  ^Ytfina^ 
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The  complex  letter  is  decomposed  and  reconstructed  and, 
in  the  process,  kept  continuously  under  the  eye. 

The  reproduction  of  the  letters  should  be  made  in  a 
variety  of  ways,  so  as  to  satisfy  the  instincts  of  activity  and 
construction  and  avoid  monotony.  Thus  the  children  may 
be  required  to  make  the  letters  (i)  in  the  air,  (2)  on  the  black- 
board, (3)  with  bits  of  wood  or  paper  prepared  for  the  pur- 
pose, (4)  with  peas  and  sticks,  and  so  on.  Again,  the 
children  should  be  made  to  match  letters  for  the  purpose  of 
compelling  them  to  notice  (i)  the  points  of  agreement  and 
(2)  the  points  of  diflference  between  them.  Again,  they 
should  be  required  to  convert  one  letter  into  another,  as  / 
into  Ty  J^into  £,  and  so  on. 

Picture  alphabets  are  of  little  use  except  for  the  purpose 
of  attracting  the  attention  and  making  the  Reading  exercise 
pleasurable.  *A  was  an  Archer,'  with  its  accompanying 
picture,  throws  no  light  on  the  form  of  the  letter  Ay  and  can 
only  assist  the  memory  by  calling  up  the  picture  in  which 
the  A  appears.  Analogies  between  the  letters  and  familiar 
objects  (especially  if  traced  by  the  children  themselves)  are 
much  more  valuable.  *  Y  is  like  a  wine-glass,'  leads  the 
child  to  institute  a  comparison  between  the  two,  and  forms 
an  association  which  fixes  the  shape  of  the  letter  in  the 
memory.  The  Y  calls  up  the  wine-glass  and  the  wine-glass 
calls  up  the  Y. 

Letters  that  closely  resemble  one  another,  as  c  and  e, 
b  and  d^  p  and  ^,  should  be  closely  compared,  and  their 
differences  insisted  on.  Here  mnemonic  rhymes  may  be 
introduced  to  fix  the  differences  in  the  memory. 

Anomalous  words  should  be  taught  as  visual  wholes,  and 
the  hand  should  form  them  as  soon  as  the  eye  has  learnt  to 
identify  them. 

The  ear  should  be  practised  by  short  exercises  in  pro- 
nunciation and  enunciation,  and  the  teacher  should  make  a 
free  use  of  the  black-board  in  making  visible  to  the  eye 
etters  not  sounded  or  incorrectly  sounded,  care   being 
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always  taken  that  no  wrongly-spelled  word  is  ever  put  on 
the  black-board.  Letters  that  are  not  sounded  may  be 
crossed  through ;  sounds  that  are  inaccurate  may  be  repre- 
sented above  or  below  the  proper  symbol ;  but  the  picture 
of  the  word  as  properly  spelled  should  never  be  disturbed. 
We  are  haunted  not  only  by  the  ghosts  of  errors  we  Iiave 
committed^  but  even  by  the  ghosts  of  errors  we  have  seen  or 
heard. 

Spellings  stands  on  the  same  footing  as  the  mechanical 
art  of  Reading.  If  spelling  were  phonetic,  we  should  not 
need  to  remember  it ;  we  should  have  only  to  apply  general 
rules  to  particular  cases ;  but  an  arbitrary  mode  of  spelling 
like  our  own  is  mainly  remembered  by  the  eye,  and  must 
be  learnt  through  the  eye.  The  mere  repetition  of  the  letters 
contributes  very  slightly  to  fix  spelling  on  the  memory,  there 
being  little  or  no  association  to  assist  us  in  retaining  the 
letters.  In  the  visible  word  the  whole  picture  of  the  word 
is  the  aggregate  of  the  parts ;  in  the  audible  word  the  whole 
word  is  not  the  aggregate  of  the  alphabetic  names  of  the 
letters,  and  only  an  approximate  aggregate  of  their  phonic 
equivalents. 

The  best  means  of  teaching  spelling  are  (i)  transcrip- 
tion, (2)  dictation  after  preparation  from  a  book.  The  cor- 
rect form  of  mis-spelled  words  should  be  written  down  suf- 
ficiently often  to  leave  a  stronger  impression  upon  the  mind 
than  the  blunder.  We  must  not  suppose  that  we  can  wholly 
obliterate  a,  blunder.  Nature  is  not  to  be  tampered  with  in 
that  way.  All  we  can  do  is  to  substitute  right  impressions 
for  wrong  ones,  and  leave  the  wrong  ones  to  die  out,  so  far 
as  they  can  die,  from  the  absence  of  repetition  and  of 
associations  that  accompany  repetition. 

Words,  of  which  the  spelling  is  often  confounded,  should 
be  brought  into  close  juxtaposition,  that  the  eye  may  dwell 
on  the  points  of  agreement  and  difference  between  them. 

The  black-board  should  be  used  m  tt^cai%  wiX  ^^ 
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leading  rules  of  spelling.    A  few  well-chosen  examples  will 
suffice  to  indicate  to  the  eye  the  law  which  they  illustrate. 

Writing^,  like  Reading,  is  mainly  dependent  on  the 
visual  memory,  and  requires  careful,  cultivation  of  the  eye. 
The  eye  will  be  assisted  in  learning  the  forms  of  the  symbols, 
and  the  hand  in  reproducing  them,  by  copying  the  elements 
of  which  the  symbols  are  composed,  first  separately,  after 
careful  analysis,  and  then  in  combination.  This  should  not 
be  persisted  in  too  long.  Children  prefer  words  that  convey 
a  meaning  to  unmeaning  symbols.  As  they  advance,  their 
attention  should  be  directed  to — 

(a)  The  normal  size  of  the  letters  in  the  hand  chosen ; 
(d)  The  normal  spaces  ; 

(c)  The  normal  inclination ; 

(d)  The  normal  proportions  of  those  parts  of  letters 

wliich  are  above  or  below  the  line  ; 

(e)  The  normal  height  of  the  dots  to  the  fs  and  the 

strokes  to  the  fs ; 
{/)  The  balance  of  curves,  etc. 

Children  should  be  shown  where  to  begin  letters,  and  the 
black-board  used  to  exemplify  the  points  insisted  on. 

Arithmetic. — Children  have  no  idea  of  abstract  number 
until  long  after  they  have  been  familiar  with  concrete  num- 
bers. Numbers,  therefore,  should  be,  at  first,  presented  to 
them  in  the  concrete.  When  children  are  familiar  with 
three  balls,  three  oranges,  three  fingers,  etc.,  they  will 
gradually  form  a  conception  of  three  apart  from  any  con- 
crete objects.  The  apparatus  most  useful  for  giving  first 
ideas  of  number  are — 

(i)  A  ball-frame  ; 

(2)  Small  bags  of  marbles  containing  ten  each,  and  larger 
bags  capable  of  containing  ten  of  the  smaller,  or 
Mr.  Sonnenschein's  models ; 
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(3)  Divided  solids  ; 

(4)  Pictorial  representations  of  numbers  by  dots,  lines 

and  familiar  objects  ; 

(5)  Lengths  of  wood  or  paper,  divided  into  equal  parts, 

to  illustrate  fractions. 

There  is  an  advantage  in  always  representing  the  lower 
numbers  in  the  same  way,  so  that  the  eye  may  associate  a  defi- 
nite and  unaltering  picture  with  them.  Let  2  be  always  repre- 
sented by  two  horizontal  dots  ;  3  by  two  horizontal  dots  and 
one  placed  over  them  ;  4  by  two  rows  of  horizontal  dots, 
and  so  on.  In  this  way  children  grow  accustomed  to  de- 
'  compose  numbers,  and  are  prepared  for  the  simple  rules. 

The  Addition,  Subtraction,  Multiplication,  and  Division 
Tables  should  all  be  verified  on  the  ball-frame. 

Specimens  should  be  provided  of  all  the  standard  weights 
and  measures.  The  ball-frame  or  black-board  might  have 
inches  and  feet  measured  on  one  of  its  sides.  The  longer 
linear  measures  should  be  marked  oflf  on  some  conspicuous 
part  of  the  wall.  A  cubic  inch  and  a  cubic  foot  should  be 
exemplified  by  wooden  models.  A  superficial  foot  or  yard 
'should  be  measured  in  some  open  space  on  the  school  floor. 

All  the  tables  of  money,  weights,  and  measures  should 
be  verified  before  they  are  learnt  by  heart,  and  the  children 
should  be  practised  in  actual  weighing,  measuring,  and 
exchanging. 

Whenever  it  is  possible,  children  should  be  enabled  to 
give  approximate  estimates  of  weights  and  measures  by  sight, 
or  muscular  effort,  or  reference  to  their  own  bodies. 

The  dimensions  of  the  school  ought  to  be  well  known 
by  the  teacher  and  children  as  a  standard  of  reference. 

Models  showing  the  volume  of  an  ounce  of  air  and  a 
poimd  of  water  will  be  found  usefiil  in  teaching  arithmetic 
and  meteorology. 

Geometry  and  Mensuration. — Before  children  learn 
Euclid's  definitions  they  should  be  thoro\ig|l%  i^xfic^^x  ^^ 
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the  concrete  examples  of  the  figures  to  which  they  relate. 
A  simple  cube  will  illustrate  points,  straight  lines,  the  square, 
parallelogram,  etc  Exercises  should  be  given  in  drawing 
and  cutting  out  simple  geometrical  figures. 

Such  propositions  as  admit  of  proof  by  superposition^ 
i.  e.  by  placing  one  figure  on  the  top  of  another  to  show  their 
coincidence,  should  be  first  taught  in  this  way.  When  a 
child  has  actually  cut  up  the  square  on  the  hypothenuse  of 
a  right-angled  triangle,  and  seen  that  it  \^dll  fit  into  the  squares 
on  the  sides  containing  the  right  angle,  he  will  take  ail  the 
greater  interest  in  the  geometrical  proof  of  the  proposition. 

All  rules  in  Mensuration  should  be  verified  by  models 
in  wood  or  paper  showing  the  number  of  units  of  measiure 
in  the  superficies  or  solid,  as  the  case  may  be. 

History. — Wherever  there  are  any  local  historical  re- 
mains, such  as  ancient  castles,  battle-fields,  camps,  old 
streets,  churches,  abbeys,  museums,  etc.,  the  teacher  should, 
as  far  as  possible,  connect  them  with  his  lessons  in  History. 
In  these  cases  the  Past  speaks  for  itself,  but,  as  a  rule,  the 
Past  is  only  intelligible  through  the  Present,  and  the  teacher 
will  have  to  draw  very  largely  on  the  conceptive  faculty  of 
his  children.  He  will  succeed  in  this  in  proportion  to  the 
extent  to  which  he  connects  their  own  experience  with  the 
events  and  scenes  which  he  sets  before  them. 

The  apparatus  most  useful  for  lessons  in  History  would 
be— 

(i)  A  map  of  the  country  or  locality  showing  its  political 
features  at  the  time  referred  to,  and  its  physical 
features  so  far  as  they  help  to  explain  the  historical 
facts; 

(2)  Genealogical  charts  and  synchronistic  tables  \ 

(3)  Drawings  illustrating  habitations,  dress,  modes    of 

warfare,  manners  and  customs,  architecture ; 

(4)  Clay  models  of  battle-fields,  sieges,  etc. ; 

(5)  Pictures  of  striking  incidents. 
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Geography  admits  of  constant  appeals  to  the  visual 
faculty,  and  should  commence  with  the  physical  features  of 
the  country  at  our  own  doors.  Here,  also,  we  have  to  draw 
larjgely  on  the  conceptive  faculty  to  explain  what  is  remote 
from  oiur  experience ;  but  the  near  throws  more  light  on  the 
remote  in  space  than  in  time.  A  stream  of  water  running 
down  the  gutter  by  the  road-side  will  illustrate  the  laws 
that  regulate  the  phenomena  presented  by  the  Amazon  or 
the  Ganges.  A  hill  of  two  or  three  hundred  feet  high  is  an 
approach  towards  Mont  Blanc  or  Mount  Everest.  A  pond 
is  the  ocean  in  miniature. 

The  apparatus  needed  for  lessons  in  Geography  would 
be— 

(i)  A  meridian  line  painted  on  the  floor  of  the  school, 

or  a  magnetized  knitting  needle  freely  suspended 
by  a  collar  of  paper,  so  as  to  show  the  points  of 
the  compass ; 

(2)  A  ground  plan  of  the  school ; 

(3)  A  map  of  the  district  in  which  the  village  is  situate ; 

(4)  Maps  of  the  county,  country,  continent,  etc. ; 

(5)  Specimens  of  the  products  of  the  countries  treated  ; 

(6)  Relief  maps  or  clay  models  of  the  countries  treated ; 

(7)  Sections  of  the  country  in  different  directions ; 

(8)  Pictures    or    drawings    illustrating    vegetable    and 

mineral  productions,  physical  peculiarities,  people, 
houses,  costumes,  manners,  and  customs ; 

(9)  Special  maps  to  illustrate  distribution  of  productions, 

population,  climatic  phenomena,  etc. 
(10)  A  globe. 

A  careful  and  thoughtful  survey  of  this  apparatus,  under 
the  direction  of  an  intelligent  teacher,  ought  to  render  much 
verbal  description  and  explanation  unnecessary.  The  facts 
would  speak  for  themselves. 

The  teacher  of  Geography  should  always  keep  in  me- 
mory convenient  units  of  measurement  to  be  applied  to 
large  numbers,  e,g.  the  area  of  the  county,  Vh^Yeo^gSa.  dl 
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the  nearest  large  river,  the  population  of  the  town,  the  he%ht 
of  some  well-known  public  building,  etc.  All  these  are  helps 
to  the  imagination  in  grasping  large  numbers. 

V 

Grammar  deals  with  words,  and  not  with  things>  and 
affords  little  direct  exercise  for  the  senses.  But  the  teacher 
who  ideals  with  the  subject  inductively  will  assist  the  mind 
in  discovering  many  of  the  facts  of  Grammar,  such  as  in- 
flexions and  syntactical  rules,  by  placing  well-selected  ex- 
amples in  close  juxtaposition  on  the  black-board.  The 
eye  will  see  for  itself  what  the  Grammar  teaches. 

If  concrete  terms  be  used  in  connection  with  the  parts 
of  speech,  great  care  should  be  taken  not  to  confound  words 
ivith  the  things  and  relations  which  th^  denote. 


SECTION   II. 

THE  CULTIVATION  OF  THE  MEMORY. 


CHAPTER   I. 

WHAT   MEMORY  IS. 

We  have  sometimes  heard  a  lesson  given  on  the  geogra- 
phy of  England  which  consisted  almost  entirely  of  lists  of 
/W5»^j,  lists  of  mountains,  rivers,  bays,  capes,  etc,  without 
any  associations  of  interest  by  which  the  names  could  be 
fixed  in  the  memory.  There  was  a  great  deal  of  praise- 
worthy zeal  in  the  lesson ;  the  teacher  had  taken  the  greatest 
possible  pains  to  cull  from  his  text-book  every  ^rf  of  note, 
and  had  watched  the  clock  carefully  that  he  might  bring  the 
whole  lesson  into  the  allotted  time ;  but  there  was  no  re- 
pose, no  pause,  and  no  reference  to  the  children's  previous 
knowledge  as  a  standard  of  comparison. 

Again,  we  have  sometimes  heard,  in  an  infant  school,  a 
lesson  given  to  a  class  of  children  between  six  and  seven 
years  of  age  on  the  manufacture  of  glass ;  this  lesson  was 
just  as  carefully  prepared,  and  given  in  quite  as  praiseworthy 
a  spirit :  but  it  was  all  words,  because  it  did  not  rest  upon 
the  children's  experience  as  a  standard  of  comparison  ;  the 
ingredients  of  glass,  the  process  of  manufacture,  its  quali- 
ties, kinds,  and  uses,  were  all  talked  about,  but  there  was 
very  little  in  common  with  the  children's  previous  know- 
ledge. 
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Let  us  ask  ourselves  in  what  were  both  these  lessons 
wanting?    They  were  deficient  in  three  points: — 

(i)  There  was  no  time  for  the  sense-impression,  by 
touch,  or  look,  or  hearing,  to  travel  to  the  brain. 

(2)  There  was  no  association  with  the  children's  own 

experience,  as  a  basis  for  additional  knowledge. 

(3)  The  various  facts  given  were  not  of  a  nature  to  be 

permanently  and  intelligently  associated  by  a  child. 

The  lessons  were  probably  not  lost  entirely :  happily, 
the  minds  of  children  are  seldom  entirely  passive ;  they 
selected  some  few  things  that  arrested  their  attention.  Either 
a  sound  or  some  other  sense-impression,  or  some  faint  con- 
nection with  their  previous  knowledge,  or  the  wish  to  learn 
helped  them  to  remember  some  of  the  points  of  the  lesson. 
But  the  best  thing  that  could  happen  was  that  they  should  for- 
get, as  soon  as  possible,  the  greater  part  of  it,  and  not  burden 
their  minds  with  indistincty  unassociated^  unsuitable  ideas. 

But,  before  we  proceed  to  the  discussion  of  what  Me- 
mory is,  and  how  it  may  be  cultivated,  we  ought  to  notice 
one  very  important  fact,  viz.,  that  there  are  two  kinds  of 
memory,  very  often  opposed  to  each  other,  and  that  the  use 
of  the  first  tends  to  weaken  the  second  and  higher  memory  : 

(i)  A  mechanical,  artificial  memory,  dependent  entirely 
upon  mechanical  aids  from  the  senses, — a  passive 
memory  which  often  results  in  'wandering*  thoughts, 
led  astray  by  superficial  observation ; 

(2)  An  intelligent,*  active  memory,  that  selects  for  itself 
points  of  natural  interest,  classifying  all  objects  by 
comparison  and  contrast. 

Both  kinds  are  necessary,  the  first  as  a  means  to  an  end 
— as  the  servant  of  the  second  ;  but  the  cultivation  of  the 
first  should  never  be  made  the  object  of  a  clc^s  lesson.   Tables 

'  It  will  be  seen  afterwards  that  even  very  young  scholars  are 
capable  of  exercising  the  intelligent  memory. 
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of  weights  and  measures  (unless  the  lesson  be  preparatory 
and  explanatory),  lists  of  capes,  historical  dates,  grammatical 
definitions,  etc.,  are  not  subjects  for  class  lessons ;  they 
should  be  prepared  by  younger  children  in  silent  lessons, 
and  by  older  children  in  home  lessons. 

We  have  said  that  the  two  kinds  of  memory  are  opposed. 
You  will  find  that  the  more  you  cultivate  artificial  memory 
the  natural  attempt  to  select  what  is  most  interesting  will 
become  weaker,  and  you  will  rely  more  and  more  on  sound 
and  sight ;  vice  versd^  an  intelligent  thinker  will  have  an 
increasing  dislike  to  learning  by  heart,  especially  after  the 
eighteenth  year  of  age. 

Both  memories  should  be  cultivated  from  the  first,  but 
they  should  be  kept  apart,  each  to  its  proper  use.  As  it  is 
found  very  diflftcult  to  form  the  habit  of  artificial  memorising, 
when  the  habit  of  intelligent  memorising  has  been  in  a  large 
measure  formed,  we  recommend  all  teachers  to  cultivate  the 
artificial  memory  early,  but  in  its  proper  subordination. 

Now,  let  us  dismiss  for  the  present  the  Artificial  Memory, 
as  the  less  important  subject  of  our  thoughts,  though  we 
shall  sometimes  recur  to  her,  and  let  us  introduce  you  to  the 
Intelligent  Memory,  and  let  her  say  for  herself  what  she 
thinks  of  your  lesson. — '  My  dear  boy  or  girl,  your  intentions 
were  very  good,  you  were  anxious  to  supply  me  with  plenty 
of  food ;  but  you  have  made  my  head  swim  with  the  num- 
ber and  rapidity  of  your  dishes.  You  have  overloaded  my 
digestion,  the  food  was  not  cooked  or  flavoured  according 
to  my  simple  tastes.  In  plain  English,  you  crowded  so 
many  objects  into  your  lesson,  that  you  did  not  give  me  time 
to  concentrate  my  attention  on  any  one  object ;  you  gave  me 
no  clear  mental  picture  of  each  object ;  you  did  not  draw 
upon  ray  previous  knowledge  of  geography  or  common  things 
for  comparison  or  contrast.' 

Memory  says  :  I  need  two  things  especially, — 

(i)  Sufficient  time  to  take  a  good  look  all  round  a  new 
object 

F 
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(2)  Some  connecting  link  supplied  by  my  own  knoW' 
ledge,  to  which  to  attach  the  new  object  of  thought 

You  know  what  different  shapes  I  take  in  different 
persons.  I  have  as  many  different  shapes  as  a  certain  fabu- 
lous Proteus,  who  could  change  his  shape  (the  ancients  be- 
lieved) as  often  as  he  pleased.  I  taJce  rather  a  heavy, 
lumbering  shape  in  a  country  lad,  because  he  has  seen  so 
few  real  objects  to  which  to  attach  new  ideas,  and  a  great 
part  of  your  lesson  was  words ,  not  things  to  him>  but  -if  he 
takes  time  to  grasp  a  new  idea,  he  has  this  advantage,  that 
there  is  nothing  to  confuse  him,  and  if  he  is  slow,  he  is  sure 
and  clear  so  far  as  he  goes.  I  take  a  nimble,  alas  !  too  nimble 
a  shape  in  the  London  boy  :  he  sees  plenty  of  objects,  and 
if  he  would  only  take  time  to  observe  minutely,  would  have 
distinct  ideas  and  plenty  of  them  ;  but  he  is  like  one  of  his 
own  sparrows,  in  this  street  one  moment  and  in  that  street 
the  next ;  he  hzs  plenty  of  ideas,  but  no  distinct  idieas ;  he 
is  quick,  but  wanting  in  depth,  though  his  knowledge  covers  a 
large  surf  ace. 

If  you  can  contrive  to  form  two  habits  in  your  class,  you 
will  be  giving  them  the  benefit  of  a  good  memory  for  life, 

(i)  Attention,  slow,  grave,  deliberate,  to  secure  dis- 
tinct, clear,  well-marked  ideas  or  mental  pictures, 
acquired  through  each  of  the  senses,  that  can  be 
employed. 

(2)  Association  of  these  ideas,  through  common  quali- 
ties, by  which  you  can  connect  them  with  each 
other,  so  that  each  idea  may  naturally  and  imme- 
diately suggest  its  appropriate  companion  idea  or 
ideas.  .     .  ^ 

There  can  be  no  true  memory  without  these,  two : ,  with- 
out attention,  your  mind  will  be  a  sprt  of  dim,  cracked  look- 
ing-glass, reflecting  your  face  in  all  kinds  of  blurred,  crooked 
fashions :  without  association,  your  mind  may  be  compared 
to  a  chest  of  drawers,  full  of  tossed  and  tumbled  articles. 
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where  the  right  article  never  comes  to  hand.  All  sorts  of 
clumsy  attempts  are  made  to  abridge  mental  efforts  ;  make 
it  your  golden  rule,  never  to  hurry  a  willing  child. 

For,  observe,  you  do  not  want  to  re-collect  things  slowly  and 
painfully,  you  want  to  remember  them  quickly  and  easily. 
Re-coUecdon  implies  an  effort  of  the  mind  to  recall  or  gather 
together  the  parts  of  a  picture  which  should  come  together  of 
themselves.  Memory  should  act  at  once,  without  an  effort 
of  the  will,  if  (i)  the  mental  pictures  are  clear,  and  (2)  if 
they  are  properly  connected. 

How  do  I  remember  ?— Do  not  merely  ask  your- 
self, What  is  my  memory  like?  but  ask  yourself  What 
things  do  I  remember  best  ?  and,  How  did  I  come  to  re- 
member them  ?  Do  not  deal  in  abstract  ideas  and  allegories, 
as  if  you  were  a  philosopher  or  a  poet.  Some  fanciful  per- 
son might  say  :  *  Memory  is  like  a  chain,  binding  all  periods 
of  life  together  with  links  of  gold ;  or  like  a  beautiful  silk 
fabric,  crossed  and  re-crossed  by  brighter  or  darker  lines, 
forming  bright  or  dull  patterns ;  or  like  rays  of  light,  con- 
stantly crossing,  and  sometimes  interfering.'  Such  fanciful 
illustrations  could  only  give  you  a  picture  of  the  power 
of  association  which  memory  possesses, — how  a  single 
thought  may  carry  our  minds  in  many  different  directions. 

We  have  anodier  reason  for  disliking  to  talk  about  ab- 
stract terms,  which  are  useful  enough  for  general  reasoning, 
but  the  very  worst  words  for  young  people  to  employ  when 
trying  to  realise  their  own  mental  powers.  You  may  often 
hear  people  talking  of  memory,  imagination,  conception, 
etc.,  as  if  they  were  various  compartments  of  a  curious, 
tightly  packed  box,  called  the  mind,  instead  of  the  living, 
real  *  I,'  which,  perhaps,  never  thinks  at  all  without  combin- 
ing all  these  powers  in  one  single  act  of  thought.  Let  us 
give  you  this  hintj  when  you  hear  your  thinking  mind,  i.e, 
yourseJI^  spoken  of  in  abstract  terms,  such  as  sensation,  or 
perception,  translate  them  into  the  first  person  ••  I  fe€^  ^^\siftr 
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thing,  /  perceive  something.  You  should  not  then  ask 
yourself,  What  is  my  memory  ?  but  What  do  /  remember 
best?  and,  Haw  do  /remember  it  ? 

Can  I  not  recall  three  different  periods  of  remembering  ? 

(i)  That  of  early  childhood ;  when  impressions  of  my 
senses  were  almost  everything ;  when  I  could  not 
help  associating  all  my  ideas  with  pretty  pictures, 
sweet  scents,  pleasant  sounds. 

(2)  That  of  later  childhood ;  when  I  learned  to  take  plea- 

sure in  stories  of  action,  life,  and  motion ;  when 
Alfred  the  Great,  Wellington,  Livingstone,  men  of 
action,  were  my  favourites ;  when  I  watched  living 
creatures,  as  if  they  thought,  felt,  and  acted  like 
myself. 

(3)  The  age  of  reflection,  comparison,  judgment;  when 

I  first  understood  the  pleasures  of  science,  of 
history,  and  could  analyse,  classify,  define. 

Do  not  be  astonished  if  we  say  that  a  good  memory 
depends  on  the  first  of  these  stages  quite  as  much  as  on 
either  of  the  others ;  that  it  rests,  as  its  basis,  upon  clear 
sense-impressions  in  early  childhood.  Dim  impressions  on 
the  organs  of  sense,  the  eyes,  or  the  ears  must  be  followed 
by  dim  ideas. 

Probably,  also,  whenever  you  think  of  any  object  in 
after  life,  you  have,  even  in  a  dark  room,  the  power  of  re- 
covering the  impression  recorded  on  the  brain  by  something 
you  saw  in  childhood,  which  has  ever  since  been  the  start- 
ing-point of  a  long  succession  of  thoughts,  that  were  never 
to  be  separated  from  the  original  sensation. 

For  this  reason,  not  only  should  the  first  distinct  im- 
pression upon  the  senses  be  very  clear  at  the  time  (though 
that  is  very  important),  but  to  establish  a  life-iong  remem- 
brance of  the  same  object  you  ought  to  be  very  slow  and 
sure  in  your  first  introduction  of  any  new  object  or  idea 
to  the  mind  of  a  young  child.    We  cannot  press  upon  you 
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too  Strongly  the  value  of  the  habit  of  concentrating  the 
attention  upon  an  object  until  it  is  thoroughly  known.  Why 
d9es  an  artist  of  inferior  genius  often  paint  better  pictures 
than  another  of  superior  genius?  Because  he  has  learnt 
to  observe  better  each  part  of  a  picture,  and  therefore  he 
can  remember  better  each  part,  and  put  the  whole  together 
again. 

Why  do  very  old  people  remember  best  the  things  that 
happened  in  their  childhood?  Because  the  impressions 
upon  their  senses  were  deepest  in  their  childhood  ;  the  later 
sense-impressions  upon  the  brain  have  vanished,  and  with 
them  their  associated  ideas  \  the  deeper  sense-impressions  of 
childhood  have  remained,  and  are  the  foundation  and  start- 
ing point  of  those  associated  ideas  which  still  remain. 
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CHAPTER  II. 
ATTENTION. 

The  next  important  thing  is  to  remember  that  it  takes  a 
ceriain  time  to  make  an  impression  upon  the  organs  of 
sense.  Probably  you  have  learnt  some  elementary  lessons  on 
physiology,  and  have  been  told  about  the  action  of  the 
nerves  on  the  brain,  and  the  message  back  from  the  brain 
by  a  second  set  of  nerves  to  the  muscles.  All  this  takes  a 
very  short  space  of  time,  but  it  does  take  time,  and  time  too 
that  can  be  measured. 

Very  clever  physiologists  tell  us  that  the  sense  of  touch 
acts  quickest,  and  the  sense  of  hearing  more  quickly  than 
the  sense  of  seeing  ;  yet  children  are  often  expected  to  see 
quite  as  fast  as  they  can  hear.  We  have  seen  the  question 
asked,  whether  so  large  an  animal  as  a  whale  would  not  feel 
a  blow  on  the  end  of  its  tail  later  than  smaller  animals,  the 
nerve-impression  having  a  much  longer  journey  to  take  : 
probably  he  would,  if  the  rate  of  travelling  of  similar  ner- 
vous action  in  all  animals  were  equal. 

Teachers  must  study  physiology. — ^Now,  let  me 

ask  you  an  important  question  :  Do  you  consider  it  your 
duty  to  supply  information  as  quickly  as  you  can,  and  to  fill 
the  mind  with  facts,  or  do  you  wish  to  edtuaie  your  children  ? 
One  important  part  of  their  education  is  the  recognition  of 
the  fact,  that  you  are  not  filling  a  machine,  but  assisting  a 
thinking  being  to  develope  itself;  we  say  assisting^  because, 
happily  for  children,  this  development  takes  place  often  In 
spite  of  bad  teachers.    This  caution  is  especially  necessary 
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in  this  early  stage,  because  much  that  is  useful  in  the  early 
stages  of  teaching — the  cultivation  of  the  memory  of  words, 
tables,  etc,  by  means  of  the  senses  only,  is  absolutely  bad 
for  older  children.  Learning  whole  pages  by  heart  to  be 
reproduced  at  examination,  is  often  to  require  the  memory 
of  sounds  only,  instead  of  associating  some  reality  with 
the  sounds.  All  words  are  useless  that  are  not  symbols 
of  clear  ideas.  Object  lessons  are  especially  valuable  in 
this  early  stage,  because  every  new  word  that  is  taught,  if 
properly  taught,  is  connected  with  real  objects  ;  mere  repe- 
tition of  names  of  qualities,  etc.,  is  not  a  real  object  lesson.  . 

Remember,  then,  that  the  foundation  of  all  memory  is 
attentive  observation  of  the  parts  of  any  picture,  real  or 
mental.  Drawing,  therefore,  may  form  a  valuable  part  of  true 
education,  because,  even  in  the  simplest  copy,  the  learner 
is  obliged  to  study  every  line,  and  there  are  some  copies 
that  are  never  forgotten,  because  so  thoroughly  studied. 
Abundant  time  should  be  allowed  for  attentive  observation, 
whenever  you  introduce  a  new  object  to  the  children,  that 
each  set  of  nerves,  of  hearing,  seeing,  touching,  may  cany 
the  proper  message  to  its  own  part  of  the  brain.  It  should 
be  handled,  its  form  and  colour,  its  size,  its  similarities  and 
differences  in  regard  to  objects  previously  known,  should  be 
slowly  and  carefully  noticed,  and  stated  by  the  children  in 
their  own  language :  whatever  new  facts  or  ideas  you  com- 
municate yourself  should  be  given  by  way  of  comparison 
with  other  known  objects  or  ideas. 

We  give  some  examples  of  lessons. 

A  lesson  on  a  camel. 

You  call  upon  the  class  to  observe  the  picture,  or  (better 
still)  Uie  model,  you  have  placed  before  them.  We  say 
purposely  a  models  for  we  would  advise  all  schools  to  keep 
models  rather  than  diagrams,  e.g,  cheap  carved  animals,  that 
can  be  passed  from  hand  to  hand,  as  we  use  globes  for  geo- 
graphy rather  than  maps.  You  can  then  compare  its  form, 
colour,  size,  with  those  of  other  animals  known  to  Unjt  children* 
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Or  a  lesson  on  some  mineral. 

You  wish  to  teach  its  qualities,  among  which  you  perhaps 
mention  *  fusible.'  You  would  not  expect  your  class  to  re- 
member tlie  fad  that  it  would  melt  from  the  mere  word 
fusible ;  you  would  probably  have  your  apparatus  ready — z, 
spoon  and  a  bit  of  lead  They  would  see  the  lead  melt, 
and  would  always  remember  the  meaning  of  fusible^  because 
they  had  seen  it ;  otherwise,  your  *  fusible,'  *  malleable,'  etc., 
would  be  only  empty  sounds. 

Or  a  lesson  on  some  simple  natural  phenomenon :  on 
the  formation  of  dew,  or  on  the  rising  of  water  in  the  common 
pump. 

Would  you  expect  the  children  to  remember  much  about 
either,  unless  they  actually  saw  drops  of  vapour  condensed, 
after  evaporation,  on  a  cold  surface,  or  unless  they  saw 
water  rising  in  a  glass  tube  under  pressure  of  the  air? 
Such  lessons  are  especially  valuable  in  all  elementary  schools, 
because  the  teacher  himself  deduces  principles  from  realities, 
and  calls  upon  his  class  to  state  these  principles  in  their 
own  language  and  not  in  the  words  of  a  book. 

Or  a  lesson  on  a  river,  in  geography. 

A  bad  teacher  would  begin  with  a  definition  of  a  river, 
i.e,  with  mere  words  that  would  mean  nothing  to  the  class. 
A  good  teacher  would  make  a  model  in  clay  or  sand,  so  that 
the  class  could  see  the  basin,  watershed,  tributaries,  etc., 
and  could  make  other  models  varying  in  details^  for  themselves. 
A  teacher  not  quite  so  good  would  perhaps  be  content 
with  the  illustration  of  a  river,  taken  from  the  walls  of  the 
schoolroom.  That  would  be  better  than  mere  definition  in 
words;  but  the  class  would  probably  remember  only  ;the 
particular  form  of  a  river  basin,  as  given  in  that  illustration, 
and  would  form  only  one  stereotyped  impression  loi  all 
rivers. 

Or  a  lesson  on  literature :  a  piece  of  poetry  to  be  learnt, 
or  story  to  be  reproduced. 

A  bad  teacher  would  again  be  satisfied  if  the  words  were 
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learnt  by  heart,  not  caring  whether  by  sound  or  sense.  A 
good  teacher  would  not  be  content  till  the  class  had  picked 
the  passage  to  pieces,  had  parsed  it  perhaps  and  analysed  it, 
and  certainly  had  been  questioned  on  the  meaning  of  the 
words,  on  the  principal  thoughts,  and  their  relation  to  each 
other,  with  such  illustrations  of  words  and  thoughts  as  could 
be  furnished  by  the  children's  own  ideas. 

You  should  read  your  story  or  descriptive  poem  to  your 
class,  point  out  the  chief  topics,  their  relation  to  each  other, 
and  the  chief  beauties  of  the  language,  so  that  the  class  may 
form  a  well-proportioned  picture  of  the  whole  in  their  own 
minds. 

Test  of  real  attention. — Do  not  then  believe  that 

you  have  thoroughly  won  the  attention  of  your  class,  and 
that  they  have  made  the  new  idea  their  own,  unless  they  can 
repeat  the  substance  of  the  lesson  in  their  awn  wards,  and 
(if  they  are  old  enough)  have  written  it  out  in  their  own 
language.  If  they  can  do  that,  you  will  have  secured  one 
part  of  a  good  memory,  the  formation  of  a  habit  of  paying 
attention. 

Do  not  be  discouraged  if  you  fancy  some  children  take 
in  your  ideas  less  quickly  than  others.  The  quick,  pre- 
cocious child  often  sees  only  one  side  of  a  question,  and 
passes  quickly  to  something  else ;  a  slow,  thoughtful  child 
is  really  taking  in  the  idea,  looking  at  it  from  more  sides 
than  one  (possibly  from  some  side  that  you  yourself  have 
forgotten),  and  is  probably  forming  a  better  habit  than  the 
others.  Never  forget  that  habits,  both  intellectual  and  morale 
are  the  chief  end  of  all  education. 

How  to  secure  attention.-^You  see,  then,  that  the 
formation  of  a  good  memory  depends  in  the  very  beginning 
uppn  close  attention,  and  that  close  attention  implies  activity 
of  mind  voltmtarily  exerted.  But  ask  yourself.  Why  should 
children  give  themselves  so  much  trouble  simply  because 
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you  wish  itl  Do  not  expect  them  to  do  it  from  pure 
affection  to  yourself  (though  it  is  a  great  help  to  a  teacher 
to  have  secured  the  affection  of  the  scholars),  but  lead 
them  to  find  in  the  lesson  some  pleasure^  which  they  are 
beginning  to  taste  or  have  already  tasted.  We  do  not 
suggest  tempting  little  children  to  learn  with  a  lump  of 
sugar ;  very  little  children  [are  quite  capable  of  giving  at- 
tention from  a  higher  pleasure  than  that ;  moral  pleasure, 
love  of  duty,  affection,  will  also  attract  them ;  but  they  are 
not  the  pleasures  of  the  particular  thing,  of  the  special 
task;  each  particular  task  should  have  its  own  pleasure 
in  the  sense  of  useful  effort  and  success  achieved,  whether  it  be 
a  task  of  mind  or  body. 

We  wish  here  to  record  our  protest  against  pain  being  in 
any  sense  a  help  to  education,  except  indirectly.  We  do 
not  deny  that  a  wilfully  idle  boy  may  require  to  be  roused 
perhaps  by  bodily  pain  to  make  a  mental  effort ;  but  the  pain 
itself  disgusts  the  child  and  causes  him  to  dislike  the  thing 
to  be  remembered.  The  idea  is  therefore  associated  in- 
separably with  the  pain  of  body,  and  becomes  useless  for 
purposes  of  a  good  memory,  which  dwells  only  on  plea- 
surable ideas.  But  putting  aside  bodily  pain  we  would  also 
protest  against  the  cruelty  of  compelling  children  to  commit 
to  memory  tasks  actually  painful  either  from  their  impossible 
length  or  from  their  uninteresting  and  unintelligible  matter. 
The  good  practice  of  a  pleasurable  habit  of  learning  by 
heart  a  suitable  quantity  of  suitable  matter  has  suffered  from 
a  natural  reaction;  but  we  are  now  returning  to  better 
things,  and  we  are  convinced  that  there  are  few  efforts  more 
pleasant  to  children  than  the  consciousness  of  having 
committed  to  memory  a  suitable  task,  i,e,  of  having  formed 
a  clear  and  complete  picture  of  some  interesting  subject. 
Do  not  let  the  time  pass  for  storing  your  scholars'  minds 
with  an  abundance  of  distinct  pictures,  which  they  can  repre- 
sent to  their  own  minds  and  describe  in  their  own  words. 
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CHAPTER   III. 
ASSOCIATION. 

Associatiofi. — ^We  have  seen  that  memory  depends 
upon  close  attention  in  the  first  instance,  and  that  good 
mental  pictures,  produced  by  the  deliberate  use  of  all  the 
senses,  and  confirmed  by  repeated  comparisons  and  con- 
trasts, are  its  foundation.  But  the  formation  of  a  good 
memory  implies  something  more.  It  would  not  be  sufficient 
to  have  separate  pictures  of  everything,  if  these  pictures  had 
no  connection.  All  ideas  which  we  wish  to  connect  should  be 
so  associated  together,  that  one  may  without  any  effort  on  our 
part  reproduce  the  other.  The  act  of  memory  should  be 
instantaneous,  involuntary,  and  not  a  slow,  compulsory  re- 
collection or  recalling.  There  are  some  ideas  which  good 
education  ought  to  associate  so  closely  that  they  can  never 
be  separated. 

Association,  of  what  kind. — Those  who  have  made 
a  special  study  of  memory,  tell  us  that  there  are  several  ways 
in  which  our  ideas  may  be  associated. 

Two  ideas  may  be  connected, 

(a)  Because,  though  they  are  quite  unlike,  they  may 
have  been //(cwif^  together,  or  may  have  occurred 
at  the  same  time — an  association  of  mere  neigh- 
bourhood^ either  of  place  or  time ;  ^r, 

(^)  Because  there  is  so  much  likeness  or  unlikeness  in 
some  points,  that  the  similarity  or  the  contrast 
of  their  qualities  may  bring  «p  both  objects  to- 
gecher*-<iaiff  association  of  likeness  or  un(ife«ness ;  <st^ 
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(c)  Because  one  follows  close  upon  the  other,  as  an 
effect  follows  upon  its  cause ;  so  that  an  apple 
falling  from  a  tree,  or  the  revolution  of  the  moon, 
or  the  pendulum  of  a  clock,  may  all  suggest  the 
force  of  gravitation  which  resides  in  the  earth — 
an  association  of  dependence. 

Associations  of  place. — There  are  then  three  chief 
ways  in  which  things  come  to  be  associated  in  our  minds. 
We  have  seen  that  the  first  of  these  laws  is  at  work 
from  the  beginning  of  a  child's  life.  A  child  begins  from 
the  outset  to  associate  two  things  together  by  means  of 
some  one  of  its  senses.  Animals,  that  have  seen  two  things 
repeatedly  associated  together,  remember  them  always  to- 
gether. This  is  the  first  kind  of  remembering  ;  and  it  fol- 
lows, from  what  we  said  before,  that  even  with  very  young 
children  it  is  possible  for  the  teacher,  from  the  first,  to  begin 
to  form  a  habit  of  memory,  by  means  of  some  pleasurable 
association  connected  with  some  one  or  more  of  the  senses. 
We  do  not  advise  that  even  very  little  children  should  be 
tempted  with  a  dainty,  though  we  have  known  grown-up 
people  whose  early  memory  of  places  has  been  associated 
with  one  of  the  lowest  of  all  pleasures,  that  in  a  certain  place, 
or  at  a  certain  time,  they  had  a  particularly  good  dinner 
or  tea.  Doubtless,  the  first  remembrance  of  a  mother  is 
associated  with  the  nourishment  she  gave ;  the  first  effort 
of  memory  in  all  animals  is  evidently  this  same  association. 

Associations  of  sight. — But  at  school  age  we  do  not 
advise  that  the  first  habit  of  memory  should  be  formed,  or 
even  assisted,  through  the  appetite  ;  probably,  before  little 
children  come  under  your  care  they  will  be  able  to  appreciate 
higher  pleasures  of  the  senses,  such  as  beautiful  pictures, 
pleasant  sounds.  Many  wise  educationists  have  recom- 
mended that  every  schoolroom  and  nursery  should  be  hung 
round  with  the  most  pleasing  and  various  forms  apd  colours 
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that  each  object  admits  of,  and  the  object  pourtrayed  so 
distinctly  as  to  be  easily  gathered  by  the  eye  in  its  smallest 
parts.  Your  own  experience  will  tell  you  how  confused  an 
impression  children  often  carry  away  from  seeing  objects 
so  small  that  untrained  powers  of  sight  cannot  separate  their 
dififerent  parts.  How  often  do  they  learn  to  read  badly 
because  the  type  of  the  printed  card  is  too  small,  or  work 
sums  badly  because  they  are  allowed  to  make  too  small 
figures.  Every  letter  and  every  figure  for  beginners  cannot 
stand  out  too  boldly  by  itself.  Why  do  you  so  often  see 
puffing  advertisements  printed  in  very  large  type,  and  re- 
peated several  times  on  walls  ?  Why  do  advertisers  send 
a  row  of  *  sandwich  men '  carrying  the  same  picture  on 
their  backs?  Because  the  attention  of  many  people  is 
so  hard  to  fix,  that  it  requires  a  repetition  of  large  types 
or  pictures  to  catch  their  eye  distinctly.  If  this  is  the 
case  with  grown-up  people,  how  much  more  with  young 
children  ? 

Indistinctness  produced  by  confusion  of  too  many  co- 
lours should  also  be  avoided.  Even  a  wall-map,  to  be  of 
real  ser\'ice,  should  contain  just  as  many  names  printed  in 
large  type  as  can  be  easily  read  by  a  class  at  ordinary  class 
distance,  and  should  not  be  printed  in  so  many  colours  as 
to  distract  the  eye. 

Above  all,  avoid  any  ugly  pictures  or  vulgar  stories,  ue, 
words  offensive  to  good  taste. 

You  might  just  as  well  people  the  world  with  dwarfs*,  or 
mis-shapen  monsters,  as  allow  your  scholars'  first  impressions 
to  connect  themselves  with  ugly  sights. 

Associations  of  sound.— Again,  all  school  songs 
should  be  well  selected  both  in  words  and  tune ;  nothing 
vulgar  or  merely  ludicrous  (the  playful  we  especially  com- 
mend), should  be  permitted.  Nor  should  there  be 
an3rthing  mysterious  or  unintelligible  in  the  words  of 
the  songs,  i.e.  unintelligible  to  the  children ;  for  dvMt^xv^ 
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like  men  and  women,  attach  very  undue  importance  to 
things  that  they  do  not  imderstand.  This  is,  vmhappily, 
one  reason  why  indecent  words  have  such  a  hold  on 
the  memory,  not  because  they  are  imderstood  and  liked, 
but,  for  the  opposite  reason,  because  they  are  not  imder- 
stood,  and  the  mere  mystery  gives  them  a  hold  upon  the 
memory,  which  keeps  returnvig  to  the  words  in  hope  of  a 
solution. 

So  also  of  speech  :  we  believe  that  a  great  help  to 
the  memory  of  children  is  a  clear  and  distinct  utterance. 
Good  expression  and  intonation  must  make  deeper  sense- 
impression  ;  the  pauses  made  by  a  good  speaker  or  reader 
are  great  helps  to  marking  the  relative  value  of  each 
word  and  thought ;  the  mere  fact  of  a  complete  stop  or  of 
pauses  proportionate  to  the  meaning  of  the  passage,  may 
be  the  chief  means  of  securing  attention  to  the  individual 
parts,  and  so  of  securing  a  distinct  picture  of  the  whole. 

Combined  associations  of  sense.— We  advise  you, 

therefore,  to  surround  children's  first  impressions  with  plea- 
sant associations  of  form,  colour,  sound,  scents  of  flowers, 
etc. ;  press  all  the  senses  into  your  service. 

For  older  children,  botany,  more  than  any  other  science, 
seems  to  combine  many  of  the  sensible  conditions  that  im- 
press the  minds  of  children  pleasantly,  viz.  beauty  of  form, 
sweet  scents,  delicacy  of  structure,  endless  variety,  etc. 
No  science  from  its  surroundings  is  more  attractive,  or 
even  in  large  towns  more  accessible  to  schools.  We  would 
wish  that  for  five  months  in  the  year,  at  least,  botanical 
lessons,  i,e,  scientific  lessons  upon  a  proper  variety  of  beau- 
tiful objects,  were  given  in  all  schools. 

Association  of  time. — Besides  these  accidental  asso- 
ciations of  place  or  relative  position,  there  are  other  associa- 
tions which  spring  firom  an  accidental  connection  of  tim6  with 
the  subject  of  our  thoughts,  such  as  the  particular  time  of  day 
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or  year  at  which  a  thing  has  happened,  or  habitually  hap- 
pens. Not  one  of  the  least  uses  of  infant  schools  is  the 
early  association  of  nine  o'clock,  or  some  other  hour,  with 
the  pleasant  habit  of  going  to  school ;  we  should  imagine 
that  very  few  truants  are  to  be  foimd  among  children  who 
remember  their  infant  school  habits.  Many  uneducated 
people  have  no  other  ideas  of  time  than  those  connected 
n^ththe  small  events  that  have  happened  to  their  own  fami- 
lies! or  in  their  own  immediate  neighbomrhoods.  , 

Higher  associations. — We  will  now  leave  these  asso- 
ciations which  depend  upon  the  senses  only,  whether  acci- 
dentally produced,  or  really  belonging  to  the  object  itself, 
and  proceed  to  other  associations,  which  require  some  power 
of  reasoning^  Le,  the  comparison  of  two  independent  objects 
through  the  higher  association  of  common  qualities,  or  of 
necessaiy  dependence,  as  of  an  effect  upon  its  cause. 

Pla]rful  attempts  at  wit.— We  see  the  first  glim- 
merings of  such  a  natural  seeking  for  association,  in  a 
child's  superficial  attempt  at  witty  sayings.  It  has  been 
oflen  suggested  that  children  should  be  encouraged  to 
niake  little  plays  upon  words.  These  may  be,  and  generally 
are,  very  superficial,  and  founded  upon  sound,  perhaps 
a  rh)nne,  or  a  syllable  common  to  two  words.  Nevertheless, 
they  encourage  the  habit  of  looking  out  for  some  kind  of 
resemblance  or  difference,  by  which  two  words  or  two 
ideas  may  be  associated  together.  There  are  some  kinds 
of  conundrums  which  children  will  grasp  before  older 
people,  because  the  answer  lies  on  the  surface  in  the 
sound,  while  older  people  are  trying  to  establish  a  deeper 
connection  between  two  apparently  irreconcilable  things. 
A  playful,  though  perhaps  superficial,  association,  will  often 
establish  a  connection  never  broken  in  after  life.  Avoid 
merely  ludicrous  associations  ;  the  ludicrous  idea  generally 
takes  root  its^f  in  the  memory  to  the  exclusion  of  the  very 
idea  you  wish  to  establish. 
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Learning  by  heart. — We  know  that  there  has  been 
a  great  and  reasonable  prejudice  against  too  much  learning 
by  heart.  Not  many  years  ago,  and  perhaps  still  with  un- 
intelligent teachers,  a  great  part  of  the  lessons  consisted  of 
a  parrot-like  repetition  of  tasks,  imperfectly  understood. 
Probably,  if  you  are  an  intelligent  teacher,  and  have  ob- 
served an  intelligent  class  of  older  children  during  a  repe- 
tition lesson  of  tables,  you  will  have  noticed  that,  happily 
for  their  minds,  you  cannot  confine  them.  They  will 
be  busy,  whether  you  like  it  or  no,  in  a  more  or  less 
useful  way.  Remembering  that  they  have  already  a 
good  stock  of  ideas,  which  they,  with  or  without  their 
own  will,  must  compare  with  other  ideas,  would  you  not 
attempt  to  supply  some  higher  idea  than  they  can  themselves 
supply?  You  gave  them  a  list  of  names — words^  not  things', 
the  children  repeated  them  after  you ;  the  thoughtless  let 
their  eyes  wander  all  over  the  room,  in  search  of  some  more 
interesting  task  ;  the  thoughtful  repeated,  and  looked  atten- 
tive, but  were  really  looking  into  their  own  minds,  searching 
among  the  stock  of  ideas  already  accumulated  for  some 
connection  of  ideas. 

We  repeat  that  such  lists  of  names  should  be  committed 
to  memory  in  silence,  either  preparatory  to  a  series  of 
lessons,  or  subsequent  to  such  a  series. 

We  prefer  the  latter,  because  it  fixes  in  the  memory,  by 
inseparable  association,  the  intelligent  teaching  of  facts  or 
ideas  already  attached  to  each  name. 

Lists  of  names  to  be  few. — At  the  same  time,  such 
lists  of  names,  dates,  etc,  should  be  no  more  than  the  ex- 
tent of  the  children's  knowledge  requires ;  no  name  or 
figure  should  be  allowed  that  does  not,  or  will  not,  bear  its 
own  appropriate  intelligent  association.  Pupil-teachers 
should,  of  course,  commit  to  memory  many  more  names 
than  schoolboys ;  they  are  the  tools  of  the  futiu'e  school- 
master.   For  this  reason  we  deprecate  many  of  the  cheap 
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text  books  on  physiology  and  history,  crammed  full  of  lists 
of  bones,  nerves,  royal  marriages,  battles,  etc.;  we  deprecate 
maps  crammed  full  of  useless  names,  that  never  can  be 
required.  Every  teacher  should  calculate  beforehand  what 
stock  of  such  names  he  requires,  and  should  suggest  for  each  a 
playful  memoria  technica,  Le.  a  mechanical  means  of  helping 
the  memory. 

Learning  by  sense  is  opposed  to  learning  by 

mind* — But  the  chief  evil  of  such  lists  is,  that  they  are  really 
destructive  of  the  higher  memory,  which  is  built  upon  real, 
not  accidental  associations  of  ideas.  There  are  wonderful 
stories  told  of  whole  poems  committed  to  memory,  merely 
by  the  help  of  a  good  ear ;  but  it  has  been  found  that  a 
particular  piece  could  not  be  recalled  without  the  repeti- 
tion of  some  considerable  portion  which  was  not  required ; 
such  a  result,  to  say  the  least,  must  have  been  very  incon- 
venient How  often,  too,  do  we  hear  children,  when 
repeating  a  piece  of  poetry  which  they  do  not  understand, . 
if  they  are  brought  to  a  standstill,  go  back  over  what  they 
have  already  said,  till  they  fall  into  the  swing  of  the  rhythm, 
and  are  carried  over  the  sticking  place. 

Learning  by '  heart '  need  not  be  learning  merely 

by  sense. — What  we  discourage  therefore  in  learning  by 
heart,  is  the  mere  learning  by  sense,  ue,  by  sound  or  sight ; 
these  are  great  helps,  and  have  been  largely  used  by  clever 
inventors  of  various  kinds  of  memoria  technica.  But  we 
would  advise  all  teachers  to  call  in  to  their  aid  the  pleasur- 
able sense  of  the  utility  of  each  list.  Every  one  labours 
more  readily  when  he  knows  that  there  is  some  profit  in  his 
work,  e,g.^  a  child  will  more  quickly  master  the  multiplica- 
tion table,  not  by  learning  the  whole  by  rote  at  once,  but  by 
being  allowed  to  work  sums  in  the  earlier  tables  first ;  or  the 
alphabet,  if  he  is  allowed  to  form  some  words  with  the, 
easier  letters  before  he  is  compelled  to  learn  the  shapes  aad^ 
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powers  of  all ;  or  the  tables  of  weights  and  measures,  if  he 
is  allowed  to  call  in  the  experience  of  common  life,  and 
weigh  imagmary  coals,  or  measure  imaginary  cloth. 

Pleasurable  association. — Remember  what  we  said 
before,  that  no  really  successful  effort  of  memory  can  be 
made  without  some  pleasurable  attraction  to  fix  the  atten- 
tion upon  the  object ;  that  painful  associations  create  a 
dislike  to  the  thing  to  be  remembered,  and  that  this  aver- 
sion generally  predominates  and  draws  the  mind  away  from 
it  Do  you  disbelieve  that  any  pleasurable  association  can 
be  formed  with  such  dry  facts  as  lists  of  weights  and 
measures?  We  can  point  to  one  of  the  highest  pleasures  of 
which  the  human  mind  is  capable,  that  of  successful  effort. 
Have  you  ever  seen  a  boy  come  oflf  a  cricket  field  with  a  good 
score?  Is  that  boy's  pleasure  in  success  greater  than  the  plea- 
sure of  a  boy  who  has  succeeded  in  mastering  a  difficult  task? 

We  do  not  know  what  truth  there  is  in  the  story  that  is 
told  of  the  Duke  of  Wellington  watching  boys  returning 
from  the  playing-fields,  and  commending  their  eflforts  there 
as  the  true  secret  of  winning  future  battles ;  but  comparing 
small  things  with  great,  a  child's  pleasure  in  a  difficult  task 
is  of  the  same  kind  as  that  of  the  scientific  observer  arriving 
at  a  successful  result  after  the  work  of  years. 

Let  the  child  first  see,  if  possible,  the  utility  of  the  task, — 
that  thete  is  some  advantage  to  be  gained  by  the  effort,  that 
the  result  is  of  more  value  than  a  convict's  work  on  a  tread- 
mill. Let  the  task  set  be  well  within  the  power  of  the  child ; 
you  can  always  proportion  your  praise  to  the  difficulty  of  the 
task,  but  you  can  never  compensate  a  child  for  the  dreary 
effort  of  trying  to  lift  a  stone  too  heavy  for  its  powers.  We 
know  few  things  more  painful  than  the  sight  of  a  child  kept 
in  after  school  hours,  hopelessly  crying  over  a  task  which  an 
ignorant  or  thoughtless  teacher  has  insisted  on  its  learning, 
without  contributing  any  of  those  helps,  either  of  the  senses 
or  the  reason,  which  assist  the  memory  of  children. 
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Mechanical  aids. — Let  us  now  consider  the  advan- 
tages and  disadvantages  of  mechanical  aids  to  memory. 

Many  teachers  object  very  naturally  to  some  of  the  more 
elaborate  systems,  on  the  ground  that  the  instrumental  sys- 
tem is  more  difficult  of  acquisition  than  the  knowledge 
towards  which  the  system  is  only  subsidiary.  We  quite 
sympathise  with  their  objections ;  teachers  do  not  aim  at 
the  production  of  a  row  of  boys  on  a  platform,  pouring  out 
strings  of  historical  dates,  and  calculating  products  and 
quotients  of  amazing  length.  For  ordinary  schoolboys, 
and,  we  may  say,  for  ordinary  men  of  business,  such  a  sys- 
tem absorbs  time  that  can  be  better  employed  in  intelligent 
teaching,  because  it  promotes  recollection^  not  remembrance. 
But  some  sort  of  memoria  technica,  or  mechanical  help 
towards  retaining  disconnected  or  only  slightly  connected 
facts  in  the  memory,  every  teapher  should  devise  for  himself, 
or  for  his  scholars. 

We  have  known  lists  broken  up  into  pieces,  and  pinned 
to  different  parts  of  the  room,  till  Roman  history  was  asso- 
ciated peihaps  'with  the  fire-place,  Grecian  with  the  door, 
English  with  the  window.  Any  boy  that  has  beien  feasted 
in  beating  the  parish  boundaries,  never  forgets  the  particular 
spots.  Who  does  not  know  boys'  tricks  of  abbreviating  lists 
of  facts  into  doggerel  nonsense  ?  Which  of  us  is  not  grate- 
ful to  the  old  doggerel,  *  Thirty  days  hath  November,'  etc., 
for  remembering  the  number  of  days  in  each  month  ? 

The  1 19th  Psalm  is  much  more  difficult  for  English  boys 
to  remember  than  it  must  have  been  for  Hebrew  boys.  It 
Uised  to  be  called  the  Alphabet  of  Saints,  because  every  eight 
verses  began  With  one  particular  letter  of  the  Hebrew 
alphabet  Each  of  the  eight  verses  may  begin  in  English  with 
a  d^er^nt  letter,' and  may  want  even  this  aid  to  memory. 

We  gupp<^  then  that  you  have  adopted  some  easy 
memdria  tedinica  j  but  there  are  many  smaller  aids,  if  we 
only  Idok  for  them,  by  which  a  long  task  may  be  broken  up 
into  several  short  ones.    There  are  ahroiys  eotfii(&  ^\a^^  <5t 
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Stepping-stones  in  every  list,  where  a  weary  brain  may  rest 
for  a  second  or  two  before  making  a  fresh  start;  e,g.,  we 
remember  how  the  succession  of  the  Kings  of  England  was 
made  easier  by  the  facts  that  the  first  three  Edwards  followed 
each  other,  and  that  each  of  their  reigns  ended  with  a  seven, 

i307»  1327,  1377- 

We  remember,  too,  in  the  multiplication  table,  how 

pleasant  it  was  to  come  to  a  rhythmical  number,  seven  times 

seven  are  forty-nine.     We  remember  too  (but  this  we  fear 

modem  grammar  has  demolished)  with  what  pleasure  we 

hailed  bur   old  friend,  the  vocative  case,   following  and 

nearly  always  resembling  the  nominative  case.     Encourage 

children  to  find  out  such  stepping-stones  for  themselveis ;  a 

long  task,  broken  up  into  short  pieces^  is  much  easier. 

We  notice  then  that  our  early  remembrances  are  greatly 
aided  by  our  first  sense-impressions,  and  that,  for  that 
reason,  we  ought  especially  to  cultivate  the  connection  of 
the  highest  ideas  with  these  impressions,  because  this  con- 
nection continues  throughout  our  lives.  But  we  ought  to 
notice  too  (though  it  does  not  concern  us  as  teachers) 
that  the  reverse  process  also  takes  place ;  not  only  will 
the  thoughts  we  formed  or  the  poetry  we  read  be  re- 
called by  some  little  thing  that  accompanied  them,  the 
scent  of  a  wild  flower,  or  the  shade  of  a  tree,  but  the  thought 
or  the  verse  recalls  the  scene.  An  impression  of  a  thought 
on  the  mind  produces  the  same  effect  on  memory  as  the 
impression  of  our  senses,  ue,  each  recalls  the  other  by  their 
common  association. 

We  should  fiirther  notice,  that  we  have  the  power  of 
abridging  the  process  of  recollection  ;  there  may  be  a  great 
many  intermediate  steps  to  be  passed  over  before  two  ideas 
of  greater  interest  can  be  associated,  but  if  they  are  once  as- 
sociated, the  intervening  steps  may  be  passed  over  with  the 
speed  of  lightning.  The  teacher  should  always  bear  in 
mind  the  more  important  links  in  the  chain,  ^d  pic^ur^ 
those  with  greater  vividness.  '  '         \ 
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Intelligent  aids  to  memory.— But  let  us  now  leave 

the  aids  to  memory  that  depend  upon  the  senses  only, 
which  are  only  the  foundation  of  our  thoughts,  and  come 
to  the  higher  process,  by  which  ideas  or  thoughts  become 
inseparably  associated  with  other  ideas  or  thoughts. 

Let  us  notice,  first,  that  indistinct  ideas,  i,e,  ideas  that 
cannot  be  expressed  in  clear  and  definite  language,  are  just 
as  opposed  to  a  good  memory  as  indistinct  impressions  on 
our  senses.  Very  often  a  name  may  be,  as  people  say,  on 
the  tip  of  the  tongue,  almost  vibrating  in  the  air,  but  some- 
how the  word  will  not  come  out  No  idea  is  ever  clear  and 
distinct  without  the  appropriate  word.  You  see  how  impor- 
tant it  is,  therefore,  to  associate  each  clear  idea  with  a  defi- 
nite mark,  or  word^  by  which  it  can  be  reproduced  when 
it  is  required.  But,  more  than  that,  there  are  so  many  cross 
threads  running  through  our  thoughts,  that,  unless  the  distin- 
guishing qualities  are  so  inseparably  connected  with  the 
word  as  to  throw  into  the  shade  all  other  ideas,  a  wander- 
ing habit  of  thought  may  be  formed  :  i.e.,  a  thoughtless 
person  may  allow  himself  to  be  led  by  a  train  of  superficial 
resemblances  from  one  object  to  another;  a  thoughtful 
person  would  remember  the  essential  distinguishing  charac- 
teristics whenever  the  name  of  an  object  recurred. 

Association  by  suitability  of  ideas.— The  best 
memory,  therefore,  is  that  which  recalls  at  once,  by  natural 
and  easy  habit,  the  ideas  suitable  to  the  age  and  capa^ 
bilities  of  the  learner. 

Without  entering  into  any  long  description  of  the  mental 
processes  by  which  the  mind  advances  in  knowledge,  we 
wish  to  impress  upon  you  the  folly  of  dealing  with  abstract 
ideas,  truth,  justice,  etc.,  before  children  have  acquired 
sufficient  materials  for  the  habit  of  viewing  objects  apart 
from  their  qualities.  The  acquisition  of  these  materials 
should  be  the  chief  object  before  the  age  at  which  most 
of  our  children   leave  school,  say  twelve  -^e^x^  qH  ^^> 
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whereas  reasoning  about  abstract  ideas  is  too  much  prac- 
tised at  an  early  age.  For  example,  a  study  of  a  consti- 
tutional historjf  of  England  is  absiurd  for  boys  who  have  not 
mastered  th^  main  facts  of  history,  and  learnt  the  actions  of 
the  great  jii'en  of  history  sufficiently  to  compare  their  charac- 
ters and  motives.  In  grammar,  many  unwise  attempts  are 
made  to  teach  tlie  refinements  of  analysis  to  children,  who 
can  hardly  form  a  simple  sentence  ;  abstract  nouns  are  pre- 
sented to  them  before  the  power  of  abstraction  is  possible 
for  their  minds.  A  great  amount  of  trouble  is  taken  to  give 
boys  imsuitable  ideas ;  and  bad  memories  are  more  frequent 
because  unsuitable  ideas  do  not  give  clear  and  well-defined 
mental  pictures;  no  comparison  between  the  ideas  can  be 
formed  on  which  a  judgment  can  be  based. 
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CHAPTER   IV. 

MEMORY    IN    CONNECTION    WITH    SPECIAL 
SUBJECTS    OF    INSTRUCTION. 

We  suppose,  therefore,  that  in  all  our  lessons  we  aim 
primarily  at  producing,  by  comparison  with  the  childretCs 
previous  knowledge^  clear  pictures  of  natural  scenes  in 
geography,  of  battle  scenes  and  heroic  deeds  in  history, 
before  proceeding  to  classify  those  ideas,  in  order  to  form 
abstract  conceptions. 

We  have  said  that  impressions  sufficiently  strong  for 
memory  cannot  be  made  without  attention  and  association. 

The  first  requires  sufficient  time  for  the  picture  to  im- 
press itself  on  the  mind  by  the  help  of  some  one 
or  more  of  the  senses.    The  second  requires 

Suitability  of  the  ideas  to  the  age  and  mental  deve- 
lopment of  the  child. 

We  proceed  to  apply  these  two  considerations  to  some 
of  the  subjects  ordinarily  taught  in  elementary  schools. 

A  good  arithmetical  memory^— We  begin  with 
arithmetic,  as  one  of  the  subjects  in  which  all  the  laws  of 
association  that  assist  the  memory  are  employed.  Arith- 
metic is  one  of  the  few  subjects  ordinarily  taught  in 
elementary  schools,  in  which  the  age  of  the  childr^i  per- 
mits the  highest  association  of  cause  and  effect,  as  well 
as  of  the  lowest  association  of  neighbourhood.  The  first 
question  is,  What  are  the  pleasurable  associations .  that 
attract  boys   to  the   study   of  arithmetk).\3Ei^  M^^^^^"^^ 
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aim  should  be,  by  repeating  and  varying  these  pleasurable 
associations,  to  cultivate  a  good  arithmetical  memory. 
We  hold  the  following  three  to  be  the  most  powerful : 

(i)  Success  in  easy  logical  reasoning. 

(2)  Detailed  scheme  of  working. 

(3)  Success  in  correct  answers. 

In  accordance  with  what  we  have  stated  to  be  the  foun- 
dation of  a  good  memory,  the  first  links  of  the  association 
must  be  the  scholar's  own  experience.  Easy  questions, 
relating  to  subjects  familiar  to  the  children,  to  be  worked 
mentally,  should  be  given  in  each  case,  in  order  that  the 
idea  which  associates  the  problems  may  be  grasped. 

E.g,  It  is  proposed  to  teach  multiplication  by  seventeen 
to  a  class  that  understands  the  idea  of  multiplication,  as  being 
only  a  shortened  form  of  addition,  and  is  familiar  with  the 
rules  for  multiplying  by  ten  and  by  seven  separately.  Some 
mental  questions  should  be  proposed,  before  the  process  is 
taught,  that  multiplication  by  seventeen  is  equivalent  to 
adding  the  separate  products  by  ten  and  by  seven.  Ex., 
three  baskets  and  two  baskets,  each  containing  nine  apples,  will 
be  found  to  hold  as  many  as  five  baskets,  each  containing 
nine  apples ;  after  a  number  of  such  examples,  the  class 
might  deduce  the  principle  of  the  rule,  that  multiplication 
by  a  number  is  equivalent  to  multiplying  by  the  parts  of  the 
number  and  adding  the  separate  products. 

We  know  that  such  logical  teaching  of  principles  basea 
upon  the  children's  own  mental  efforts^  which  is  really  the 
salt  of  arithmetic,  is  too  frequently  neglected, — that  the 
mere  mechanical,  formal  practice  of  processes  supersedes  the 
intelligent  application  oi  principles.  We  believe  such  a 
course  to  be  in  every  way  injurious.  If  a  scholar  is  likely 
to  proceed  to  higher  studies,  as  algebra,  he  has  formed  a 
h^bit  of  unintelligent  dependence  upon  a  succession  of  dis- 
connected puzzles.  If  he  leaves  school  at  once,  he  loses 
even  the  power  of  working  the  processes,  and  has  no  logical 
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intelligent  habit  formed.  Whereas  the  boy  who  has  de- 
duced from  common  sense  problems  the  principles  by 
which  those  problems  are  associated,  and  has  been  further 
guided  to  deduce  for  himself  the  formal  rule  by  which  the 
principle  is  expressed  in  words,  carries  away  with  him  from 
school  a  logical  habit  of  mind.  Should  he  return  to  school, 
as  sometimes  happens,  after  an  interval,  he  can  soon  recall, 
without  painful  effort,  but  rather  with  pleasurable  recollec- 
tions, the  process  through  the  principle  ;  the  idea  and  the 
formal  rule  are  associated,  and  each  helps  the  memory  to 
recall  the  other. 

We  hope  to  see  the  day  when  a  good  arithmetical 
memory  will  be  recognised  to  depend,  in  the  first  instance, 
on  good  reasoning ;  when  preparatory  mental  work  will  be 
required  of  each  scholar^  and  the  scholar  will  be  guided  by 
the  teacher  in  deducing  the  formal  rule,  by  which  the  princi- 
ple may  be  exhibited  on  the  black-board  or  slate. 

What  but  a  want  of  such  intelligent  training  causes  the 
almost  entire  failure  in  the  more  difficult  processes  of  com- 
pound proportion,  and  division  of  decimals  ?  On  the  other 
hand,  what  child,  that  has  been  intelligently  taught  to  look 
below  the  surface  of  such  a  sum  as  70 -5-5- '05  and  recognise 

thatitis  equivalent  to  W-^tvi7>  or  W  x^^  or  -?-x  W> 
can  fail  to  recognise  the  truth  of  the  ordinary  rule,  or  to 
test  for  himself  the  correctness  of  his  work  ? 

Success  in  logical  reasofdng  is  the  first  and  most  important 
aid  to  memory  in  arithmetic.  Next  to  this  we  place  neat- 
ness of  work,  where  each  Jigure  is  formed  in  large  and  legi- 
ble characters,  and  each  step  of  reasoning  clearly  marked 
with  detailed  explanations  at  the  side.  What  boy  does  not 
remember  the  pleasure  with  which  he  sometimes  followed, 
sometimes  anticipated,  a  sum  in  practice  clearly  worked  on 
the  black-board,  with  the  reason  for  each  step  clearly  given 
at  the  side,  and  how  he  checked  each  aliquot  part  until  the 
.fiill  sum  was  reached  ?  The  effect  of  such  neatness  of  work 
,is  still  further  impressed  by  placing  three  ox  fo\a  ^xwsv^  i\^^ 
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by  side  with  just  sufficient  variety  of  form  to  define  more 
clearly  their  common  principle.  Repetition  of  a  process 
through  easy  examples,  with  full  explanatory  side-notes, 
should  always  be  permitted  before  more  difficult  sums  are 
given. 

The  third  pleasurable  association  we  noticed  above  was 
siucess  of  work. 

In  Arithmetic  there  is  no  real  pleasure  of  success  unless 
obtained  by  truthful,  intelligent  work ;  an  answer  that  has 
been  forced  or  obtained  by  methods  imperfectly  understood, 
gives  no  real  satisfaction. 

In  success  of  work,  it  is  essential  not  only  that  the  steps 
should  be  carefully  explained,  but  that  each  step  should  be 
accompanied  by  a  number  of  easy  examples,  illustrating  that 
step  only.  Only  one  new  difficulty  at  a  time  should  be  pre- 
sented to  the  class,  and  this  thoroughly  grasped  by  variety 
and  repetition  till  the  mind  is  prepared  for  another  step. 
Clearness  and  distinctness  are  so  necessary  for  a  good 
memory,  that  greater  success  may  be  readily  attained  in 
classes  where  comparatively  easy  sums  are  worked,  forming 
a  graduated  series  of  difficulties,  presented  successively, 
than  in  classes  where  the  teachers,  with  a  very  praiseworthy 
effort,  set  more  difficult  sums,  presenting  several  diffi- 
culties at  once.  We  do  not  discourage  the  setting  of  diffi- 
cult sums  to  a  vigorous  class ;  hard-working  scholars  will 
themselves  demand  harder  sums,  when  the  proper  time 
arrives* 

For  the  cultivation  of  good  arithmetical  memory  we 
give  the  following  suggestions  : 

(A)  For  the  acquisition  of  a  new  rule : 

(i)  Place  before  the  children,  or,  better  still,  collect  from 
the  children,  a  number  of  examples,  containing  the 
new  idea  in  its  simplest  form.  . 

(2)  Let  the  children  see  clearly  the  common  principle 
which  led  them  to  adopt  the  same  mental  process. 
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.  (3)  Deduce  the  .formal  rule,  which  in  most  cases  will  be 
an  abbreviation  of  the  mental  process. 

(B)  For  the  practice  of  rules  : 

(i)  Give  a  series  of  graduated  examples,  presenting  only 
one  difficulty  of  working  at  a  time. 

(2)  Supply  explanations  of  each  step  of  the  process, 

carefully  recorded  at  the  side. 

(3)  Compare  three  or  four  such  examples  for  analysis 

by  the  class. 

(C)  For  test  of  knowledge,  combining  the  former  two : 
(i)  Give  a  series  of  easy  problems  requiring  back  rules,  to 

be  worked  out  catechetically  with  the  teacher's  help. 
(2)  Set  a  number  of  such  problems  of  varying  difficulty 
to  the  whole  class,  the  difficulties  to  be  explained 
by  the  teachers  only  when  called  upon. 

We  do  not  dwell  now  at  length  upon  the  lower  kind  of 
memory  to  be  employed  in  learning  by  heart  the  addition 
and  multiplication  table,  or  tables  of  weights  and  measures. 

We  recommend  repetition  of  the  same  portions  at  short 
intervals,  for  only  a  few  minutes  at  one  time,  accompanied 
by  music,  where  possible;  division  of  tables  into  breaks 
at  particularly  difficult  numbers. 

The  eye  as  weU  as  the  ear  should  also  be  trained  by  such 
devices  as  printing  parts  of  the  tables  in  different  types,  by 
diagrams  and  models  of  the  different  measures.  Where 
practicable,  actual  weighing  and  measuring  should  be  per- 
formed; there  are  few  neighbourhoods  where  a  weighing 
machine  could  not  be  borrowed,  or  the  school-floor  actually 
measured  to  prove  the  truth  of  a  given  measure. 

Geographical  memory. — ^We  consider  next  in  order 
a  good  geographical  memory,  because  Geography  presents 
more  points  in  common  with  children's  daily  life  than  other 
school  subjects,  and  furnishes  a  foundation  of  realities  within 
easy  reach  with  which  other  ideas  may  be  associated* 
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It  is  quite  possible  to  make  children  learn  by  mere 
mechanical  processes  lists  of  mountains,  capes,  etc;  to 
know  all  the  countries  of  the  world  and  their  capitals,  all  the 
counties  of  England  and  their  chief  towns,  etc.  All  such 
mechanical  memories  may  have  their  deferred  ws^y  inasmuch 
as  some  short  lists  are  absolutely  necessary,  but  they  are 
not  geographical  memories,  they  have  not  been  mastered  by 
associations  peculiar  to  Geography ^  but  by  the  same  artifices 
and  helps  that  apply  equally  to  all  feats  of  learning  by 
heart 

An  examiner  might  fairly  say.  Your  class  has  not  yet 
begun  to  learn  Geography,  The  compilers  of  the  ordinary 
manuals  are  more  in  fault  than  the  teachers ;  such  definitions 
and  lists  of  names  as  they  give  are  neither  one  thing  nor  the 
other;  they  are  not  complete  as  lists,  and  they  have  no 
scientific  value.  We  say,  then,  to  teachers,  If  you  use  such 
manuals,  invest  the  names  you  propose  to  use  with  some 
common  associations  interesting  to  children,  and  reject  cUl 
lists  that  you  cannot  so  invest. 

Disconnected  facts  tend  to  burden  and  weaken  the  me- 
mory ;  they  present  no  association  by  which  the  higher  laws 
of  memory  may  work. 

(i)  You  cannot  compare  or  contrast  them,  because  they 
give  you  no  common  qualities  for  classification. 

(2)  There  is  no  necessary  connection  either  of  cause  and 
effect  or  of  any  other  dependence  of  one  upon  the 
other. 

Our  first  point  therefore  in  Geography  is  to  keep  in  mind 
the  ideas  suitable  and  pleasurable  to  children  according  to 
their  diflferent  ages,  and  to  work  by  them  from  the  children's 
own  surroundings. 

What  then  are  these  ideas? 

(tf)  The  pleasure  of  activity  of  motion  fi-om  place  to 
place.  (Few  boys  have  any  pleasure  in  things  at 
rest,  in  quiet  scenes  of  nature.) 
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(3)  The  pleasure  of  novelty,  as  shown  in  their  fondness 
for  adventures  in  strange  countries,  desert  islands, 
etc. 

{c)  The  pleasure  of  comparing  and  contrasting  foreign 
scenes,  customs,  etc,  with  those  of  their  own 
country. 

It  is  evident  that  the  knowledge  of  Geography  must 
b^in  with  the  child's  knowledge  of  its  own  neighbourhood 
and  surroundings,  and  that  physical  geography,  if  intermixed 
with  political  geography,  should  in  all  cases  precede  it. 

The  streams,  hills,  ponds,  etc.  of  his  own  neighbourhood 
must  serve  as  a  basis  or  standard  by  which  rivers,  mountains, 
lakes  must  be  measured,  either  for  comparison  or  for  con- 
trast 

It  may  fairly  be  said,  there  must  be  some  defective 
point  in  every  child's  experience :  if  he  lives  in  a  flat  country, 
how  is  he  to  obtain  an  idea  of  a  mountain  ?  if  he  lives  in 
a  large  town,  how  is  he  to  obtain  an  idea  of  a  country  valley  ? 
We  answer  that  every  teacher  must  do  the  best  he  can 
with  the  circumstances  of  the  neighbourhood;  a  church 
tower  or  a  railway  bridge  may  give  the  first  idea  of  extended 
view,  Le,  the  idea  of  a  hill  scene.  School  excursions,  espe- 
cially excursions  to  the  seaside,  are  very  valuable  helps  to  a 
child's  enlarged  ideas  of  physical  geography ;  a  starry  night 
in  an  open  field  or  garden  may  be  profitably  used  for 
such  elementary  astronomy  as  is  needed  for  conceptions  of 
the  earth's  motion ;  the  moving  of  the  shadow  along  the 
school-room  floor,  the  flow  of  the  water  in  the  street  after  a 
shower,  and  many  other  simple  facts  within  every  child's 
knowledge,  are  the  real  basis,  however  defective  in  some 
points,  of  his  geographical  memory  ;  and  without  such  clear 
ideas  the  definitions  must  be  always  mere  wordsy  the  names 
tii  gtiQ^ax^y  mere  lists. 

Having  secured,  then,  a  basis  of  known  facts  from  the 
child's  own  surroundings,  and  expressed  in  his  own  language^ 
the  teacher  process  to  associate  with  them  other  socne^ 
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that  most  nearly  resemble  home  scenes,  yfr^/,  by  the  asisistance 
of  models  made  by  the  teacher  and  the  children  themselves, 
afterwards  by  the  help  of  diagrams. 

Reduced  plans  of  the  school-room,  or  village,  or  street, 
or  town,  on  different  scales,  will  present  no  difficulty  in  a* 
school  where  Drawing  is  taught  or  Arithmetic  is  illustrated 
by  the  aid  of  appropriate  diagrams. 

We  have  enlarged  at  some  length  on  these  first  ideas, 
because  we  think  that  physical  geography  should  precede 
political,  not  as  a  whole,  but  that  no  political  facts  should 
be  taught  until  the  physical  conditions  of  the  scholar's  dis- 
trict or  county  have  been  carefully  noticed.  Plrst,  lessons  on  a 
river  should  be  so  given,  that  all  rivers,  or  a  particular  river, 
should  always  be  associated  with  that  standard  idea  of  a  river ; 
each  particular  lesson  would  follow  the  same  order,  and  only 
the  peculiar  features  of  other  rivers  .would  require  to  be 
noticed.  Again,  rivers  may  be  grouped  by  comparison  of 
length,  or  of  rapidity  of  course,  or  of  natural  scenery,  or  of 
navigability.  Contrast  and  comparison  based  upon  the  origi- 
nal standard  of  a  river,  suggested  by  the  children's  home  know- 
ledge, are  the  only  sound  groundwork  of  memory  for.,geo- 
graphical  facts.  The  same  course  may  be  pursued  witk  regard 
to  other  geographical  ideas,  moimtains,  currents  of  the  ocean, 
etc.,  it  being  clearly  understood  that  isolated  facts,  learnt  by 
artificial  memory,  really  weaken  the  natural  memory. 

Few  subjects  can  be  illustrated  so  well  as  Geography. 
Not  only  can  the  best  models  and  diagrams  be  cheaply  ob- 
tained, but  every  teacher  with  a  black-board  and  a  piece  of 
chalk  can  help  the  memory  better  than  the  best  wall-map,  by 
drawing  a  map  so  slowly  before  the  children,  that  eadi  part, 
as  it  is  drawn,  has  sufficient  time  to  impress  itself  distinctly 
on  the  eyes  of  the  class..  :."►..:. 

As  to  the  amount  of  the  matters  of  £^ct  sufficient  for 
a  home  lesson,  it  should  never  exceed  so  .much.  as. can 
be  fairly  amplified  with  good  illustmtions  in  the  .coiB'^e>:of 
the  next  da/s  lesson;  or,  better  still,  shouldbe a ^ort  sum^ 
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maiy  of  that  day's  lesson,  to  be  catechised  upon  for  a  few 
muiutes  at  the  beginning  of  the  next  lesson. 

Historical  memory.— We  have  not  sufficient  space 
to  say  much  about  a  good  historical  memory,  except  that 
the  same  general  principles  should  be  applied.  Ascertain 
first,  what  groimdwork  of  ideas  you  can  find  in  lives  of  per- 
sons, or  in  events  connected  with  the  neighbourhood  of 
your  school;  fi*om  them  deduce  your  general  portraits  of 
soldiers,  kings,  or  any  leading  men,  by  means  of  short  stories. 
The  object  of  History  with  young  children  should  be  to 
exhibit  the  actions  of  individuals,  illustrating  bravery,  justice, 
mercy,  patriotism,  in  a  way  suggested  by  the  children's  own 
feelings,  and  to  establish  both  the  similarity  and  the  contrast 
between  their  own  thoughts  and  actions,  and  those  of  men  of 
all  ages.  Nothing  like  a  philosophy  of  history  should  be 
attempted,  or  a  history  of  institutions  ;  the  only  real  history 
likely  to  be  remembered  by  children  is  the  personal  history 
of  great  men. 

As  regards  the  matters  of  fact  to  be  learned  by  heart,  we 
would  advise  the  same  course  to  be  pursued  as  in  geography; 
a  sniall  text  book  should  be  used,  out  of  which  only  so  much 
should  be  learned  as  may  be  a  short  summary  of  the  day's 
lesson,  or  serve  as  a  skeleton  for  the  lesson  of  the  next  day. 

Poetry, — Our  space  will  not  allow  us  to  deal  with  all 
the  subjects  taught  in  schools,  but  we  will  note  one  more, 
viz..  Literature. 

There  are  few  exercises  so  valuable  as  committing  to 
memory  suitable  pieces  of  poetry,  properly  explained  by 
analysis  of  the  whole  and  illustration  of  difficult  words. 
But  children  are  often  expected  to  learn  by  heart  whole 
pages  of  unsuitable  poetry,  without  any  intelligent  explana- 
tion. They  are  compelled  to  fall  back  upon  the  lower 
artificial  memory,  and  trust  to  the  rhyme  or  rhythm  for 
recovery  of  the  lost  thread.   How  often  do  we  hear  children 
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tryir^  hack  for  this  lost  thread !  How  often  do  we  hear 
them  make  nonsense,  preserving  both  rh)rme  and  rhythm, 
and  believing  that  they  have  repeated  their  task  correctly ! 

As  to  the  selection  of  the  poetry  two  essential  conditions 
should  be  observed : 

(i)  The  piece  should  be  suitable,  />.,  dramatic,  or,  at 
least,  should  be  full  of  life  and  action  ;  for  boys 
such  poems  as  Macaulay's  *  Horatius '  or  *  Ivry,' 
Scott's  *  Marmion '  and  '  Lady  of  the  Lake,' 
especially  the  battle-scenes;  scenes  from  Shake- 
speare, either  in  dialogue  or  embracing  several 
characters ;  for  girls,  such  poems  as  Wordsworth's 
*  Lucy  Grey/ 

(2)  The  pieces  should  be  also  simple  in  language,  should 

not  contain  too  many  words  of  Latin  extrac- 
tion, such  as  Gray's  'Elegy,'  or  Goldsmith's 
'  Traveller ; '  though  a  skilful  teacher  may  often 
triumph  over  the  difficulties  of  the  language,  and 
interest  his  class  in  the  beauty  of  the  thoughts. 

We  do  not  commend  for  boys  the  allegorical,  or  fabu- 
lous, or  didactic ;  a  more  or  less  transparent  clothing  of 
abstract  ideas  with  life  and  action,  repels  children ;  nor  is 
sentimental  interpretation  of  nature  suitable  to  them. 

(3)  Before  learning  a  piece  of  poetry  by  heart,  the  story 

should  be  toldafter  the  model  of  Lamb's  *  Tales 
from  Shakespeare';  the  substance  of  the  story, 
should  be  written  by  the  children ;  each  difficult 
passage  should  be  analysed,  and  (when  necessary) 
fully  parsed;  the  rarer  words  should  be  fully  illus- 
trated, that  each  word  may  fall  into  its  proper 
place,  and  the  whole  form  one  or  more  distinct 
pictures  to  the  mind.  With  these  precautions,  no 
such  thing  as  learning  by  sound,  or  catchword 
repetition,  will  be  possible. 


GENERAL  RULES.  97 

We  leave  it  to  our  readers  to  apply  to  other  subjects  the 
rule  laid  down  in  these  pages. 
We  advise  them — 

(i)  To  ascertain  how  far  their  previous  knowledge  sup- 
plies distinct  mental  pictures  with  which  the  fresh 
knowledge  may  be  associated. 

(2)  To  give  sufficient  time  for  association  of  the  old  and 

new  knowledge  through  suitable  and  pleasant 
ideas. 

(3)  To  repeat  with  variety  the  points  of  view  in  which 

these  associations  may  be  regarded. 

(4)  To  require  the  children  to  repeat  in  their  best  home 

language  and  to  write  out  the  substance  of  your 
lesson,  which  ought  to  be  a  succession  of  asso- 
ciated ideas  from  beginning  to  end. 


H 


SECTION   III. 

ON  THE  USE   OF  WORDS. 


CHAPTER  I. 
WHAT    WORDS    ARE. 

The  highest  sign  of  a  well-educated  mind  is  the  proper 
use  of  language,  both  in  speaking  and  writing.  If  you 
have  ever  been  in  a  foreign  country  and  have  not  known 
the  language  of  the  people,  or  have  spent  a  few  days  in  a 
Welsh-speaking  part  of  Wales,  or  have  tried  to  communi- 
cate with  a  deaf  and  dumb  person,  you  would  recognise 
the  necessity  of  words  for  the  commonest  purposes  of  life. 
Words,  then,  serve  as  spoken  or  written  signs,  agreed 
upon  between  a  number  of  people  for  the  interchange  of 
thoughts. 

Other  signs  besides  words. — Beautiful  pictures  are 
by  some  writers  recognised  as  a  form  of  language,  because 
they  convey  the  painter's  thoughts  more  truly  than  perhaps 
he  could  express  them  himself  in  words.  On  the  other 
hand,  descriptions  written  by  eloquent  masters  of  the 
English  language  are  called  word-painting.  Most  of  our 
writers  would  find  it  difficult  to  embody  their  descriptions 
of  scenery  in  pictiures. 

Importance  of  pure  and  simple  language.— If 

it  is  most  important  for  all  of  us  to  aim  at  the  highest y  simplest ^ 
purest  thoughts  that  are  accessible  to  us,  it  is  next  in  im- 
portance, both. for  ourselves  and  others,  tlwA.  Tit  ^tvssKi^^ 
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form  the  habit  of  clothing  them  in  the  highest,  purest y  and 
simplest  language  that  our  education  permits.  It  is  of  no 
use  at  all  to  employ  yf/^  words  if  our  thoughts  are  not  fine 
also  ;  on  the  other  hand,  we  are  of  little  use  to  others,  if  we 
cannot  express  our  ideas  in  good  language.  Words  should 
be  signs  for  communicating  our  highest  thoughts. 

Perhaps  the  dullest  books  for  children  to  turn  over  are 
dictionaries,  which  give  us,  in  the  shortest  form,  definitions 
of  the  words  we  use.  But  you  would  be  astonished  if  you 
knew  what  pleasure  a  scholar  can  find  in  comparing  and 
classifying  words,  in  tracing  out  the  first  common-place 
meaning  of  a  word  j  for  every  one  of  them  has  been  employed 
to  express  some  impression  on  our  organs  of  sense,  before 
it  was  used  to  express  our  mental  ideas.  Good  dictionary- 
makers  are  not  simply  dealing  with  combinations  and  collec- 
tions of  letters;  they  are  living  in  company  with  minds  whose 
thoughts  can  be  traced  through  the  changed  meanings  of 
words.  Turn  to  any  page  of  a  good  dictionary  and  see 
what  knowledge  of  the  history  of  words  is  required.  When 
Dr.  Johnson  compiled  his  book,  very  little  was  known  of 
the  history  of  words,  and  there  was  very  little  play  for 
high  literary  faculties.  Johnson  called  himself  a  *  harmless 
drudge  ; '  the  arrangement  and  tabulation  of  the  words  was 
drudgery,  but  the  wide  reading  of  many  authors  and  the 
keen  logical  power  of  definition  required  for  his  task  are  not 
the  ordinary  signs  of  a  drudge. 

The   study  of  words  is  a  study    of   men's 

thoughts. — Archbishop  Trench,  in  his  '  Study  of  Words,* 
quotes  the  expression  \  fossil  poetry,'  as  descriptive  of 
words;  not  in  the  first  literal  meaning,  that  the  words  are 
dead  and  have  been  dug  up  again,  but  in  the  sense  of  *  pre- 
serving and  making  safe  for  ever '  the  beautiful  thoughts 
and  feelings  of  men  long  dead  and  of  some  whose  very  names 
have  been  lost.  It  has  been  often  disputed  whether  Homer 
wrote  all  those  beautiful  poems  that  pass  tmder  his  namej; 
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in  such  cases,  where  History  is  dumb,  the  words  and 
thoughts  of  the  author  are  carefully  scanned,  because  they 
are  the  only  witnesses  to  the  unity  of  the  authorship. 

The  same  author  calls  words  *  fossil  history.'    The  word 

*  England '  is  itself  a  piece  of  history ;  London  is  full  of 
fossil  history ;  such  ugly  names  as  Addle  Street,  Gutter 
Lane  (two  neighbouring  narrow  lanes  leading  into  Cheap- 
side)  tell  of  times  before  the  Norman  Conquest,  when 
one  street  was  inhabited  by  Adel  or  Nobles,  and  the 
other  contained  the  house  of  the  leader  Guthrum.  See 
whether  you  can  find  out  the  meaning  of  the  name  of  your 
own  town  or  village,  as  a  beginning  to  the  study  of  *  fossil 
history'  in  names. 

Exact  use  of  words. — Words  are  useful  for  com- 
munication according  to  their  exact  signification  at  the 
present  time.  We  have  limited  our  definition  of  words  to 
the  articulate  sounds  we  employ  in  speaking  or  to.  the 
written  characters  which  we  connect  arbitrarily  with  the 
spoken  words.  But  we  should  restrict  our  definition  still 
further  by  the  addition  that  words  are  useful  in  so  far  as  they 
help  others  to  comprehend  our  thoughts.  A  discovery 
would  be  useless  unless  some  name  were  given  to  it  by  which 
its  exact  signification  could  be  recalled  to  others.  A  short 
compound  word  is  better  for  the  purpose  than  two,  and  a 
native  word  is  more  quickly  appreciated  than  a  foreign 
one.    In  trades  peculiar  to  a  single  country,  words  like 

*  spinning-jenny'  are  common  ;  in  sciences  which  belong  to 
all  mankind  words  from  Greek  or  Latin  are  generally  em- 
ployed as  a  common  scientific  language.  The  names 
'telegraph,*  or  distant-writer,  'microphone,*  or  minute- 
talker,  express  the  powers  of  each  instrument  in  a  short 
form.  ^Gravitation,*  again,  expresses  in  a  short  form,  not 
only  the  force  by  whidh  all  objects  on  the  earth  are  drawn 
towards  the  centre  of  the  earth,  but  the  heaviness  which  is 
the  sensible  result  of  that  attraction.  ^ 
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We  cannot  invent  words. — ^You  may  be  astonished, 
and  say,  What !  are  the  words  *  telegraph,*  *  microscope,'  not 
words  of  modem  invention  ?  We  answer  they  are  not  words 
of  modem  invention,  hut  of  modem  composition*  As  any 
workman  cannot  create,  but  only  bring  things  already 
created  into  union  more  or  less  close,  so  a  word-maker 
can  only  bring  together  elements  of  words  already  existing, 
and  combine  them  into  a  fresh  word.  The  Roman  Emperor 
Augustus  said  he  could  command  almost  anything  to  be 
done  and  be  sure  that  he  was  obeyed,  but  he  confessed  that 
he  could  not  make  a  new  Latin  word.  He  could  not  even 
introduce  phonetic  spelling,  though  he  is  said  to  have 
desired  it. 

We  can  trace  the  history  of  words  to  a  certain  point.  We 
cannot  find  out  their  actual  beginning,  but  we  can  trace 
them  back  to  very  simple  elements  of  letters  and  to  simple 
meanings  expressing  something  seen,  or  felt,  or  heard, — 
some  impression  upon  one  of  the  senses.  If  you  wish  to 
make  your  words  intelligible  to  a  child,  whose  stock  of 
mental  ideas  is  very  limited  though  he  may  have  a  com- 
paratively large  experience  of  objects  and  their  impressions 
on  his  senses,  you  should  give  the  first  simple  meaning  of 
the  word  before  you  give  the  derivative  meanings.  For 
example,  you  wish  to  give  a  child  a  clear  conception  of  the 
word  *  shire.'  He  would  be  more  likely  to  take  interest  in 
it  and  remember  its  meaning,  if  he  were  told  it  was  a  .piece 
*  shorn  off/  We  might  point  out  the  moral  truth  that  a 
'  naughty  'child  was  a  *  nothing '  ^hild  or  a  worthless  child,  as 
the  words  *  naughty  figs '  are  used  in  our  English  Bible. 
Will  your  scholars  believe  you  if  you  tell  them  that  *  scholar ' 
once  signified  not  the  poor  over-worked  learner  of  modem 
times,  but  the  student  who  had  leisure  to  spare  for  pleasant 
voluntary  study?  'Calculation'  becomes  pleasanter  and 
more  practical  if  it  reminds  you  and  your  scholar  to  practise 
arithmetic  with  real  objects,  such  as  the  'pebUes'  with 
^    which  Roman  boys  were  taught  arithmetic,  in  order  that 
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they  might  ssee  and  handle  the  results  of  calculation.  '  Good- 
bye-and  'ferewell*  tell  their  own  story  more  plainly,  but  it 
is  a  stoiy  that  is  not  often  read.  You  will  have  gone  back 
far  enough  in  the  history  of  a  word,  if  you  come  to  some 
meaning  that  describes  an  impression  made  upon  the 
seoBes ;  but  do  not  think  that  you  have  grasped  the  full 
conception  till  you  find  some  common  point,  in  which  all 
other  meanings  centre  and  from  which  they  can  be  derived. 
The  word  'de-rived'  is  itself  significant;  all  otlier  meanings 
come  from  the  primary  meaning,  as  the  waters  of  a  '  river 
flow  '  down '  from  their  source. 

The  meaning  of  words  often  changes  for  the  worse, 
and  every  one  who  uses  them  carelessly  contributes  to  their 
d^radation.  In  many  cases  this  amounts  to  a  moral  de- 
gradation; we  allude  especially  to  words  connected  with 
religious  and  Christian  duties.  Probably  you  know  the 
common  degradation  of  'charity'  or  Christian  love  into 
giving  alms  to  mendicants;  'religion'  has  almost  lost  the 
sense  of  that  which  binds  us  close  to  God ;  but  the  greatest 
evasion  of  truthfulness  in  words  is  to  be  found  in  the  em- 
ployment of  euphemistic  terms  to  express  breaches  of  purity 
and  chastity.  We  advise  you,  therefore,  to  be  careful,  es- 
pecially in  religious  and  moral  subjects,  to  use  such  words 
in  their  purest  and  strictest  sense. 

< 

Origin  of  words. — ^We  have  seen  that  when  we  re- 
quire a  new  word,  we  cannot  make  one  except  by  com- 
pounding words  already  existing,  and  that  we  can  trace 
many  words  back  to  a  certain  point,  but  cannot  answer 
the  question — How  did  language  begin  ?  What  faculty 
of  man  originated  the  first  word  ?  Some  words  are  evidently 
taken  from  sounds,  as  the  cries  of  animals,  or  the  sounds  of 
the  powers  of  Nature.  We  hear  the  *  rustle '  of  leaves ;  we 
know  that  a  bear  does  not '  mew '  nor  '  purr,'  that  a  serpent 
does  not  '  roar,'  nor  a  lion  '  hiss.'  Some  combinations  of 
letters,  as  j/  in  'stump,'  'strong,'  'strive,' ' steady,'  express 
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solidity  or  fixedness  by  the  decision  required  for  the  utter- 
ance of  the  word.  Difficult,  harsh-sounding  words  stand 
for  unpleasant  ideas,  as  easy  smooth-flowing  words  for 
pleasant  ideas. 

But  we  cannot  say  generally  that  a  satisfactory  account  of 
the  beginning  of  language  is  to  be  found  in  its  supposed  origin 
from  cries  of  animals,  which  has  been  called  in  derision  the 
*  bow-wow '  theory  of  language,  or  the  other  explanation 
called  the  '  pooh-pooh '  theory,  that  words  were  originally 
exclamations,  or,  as  we  should  call  them  when  used  in  the 
middle  of  our  conversation,  *  interjections.' 

Scientific  study  of  the  origin  of  words.— Words, 
like  every  other  phenomenon  that  is  governed  by  natural 
laws,  have  a  science  of  their  own.  You  know  that  in  the 
great  discoveries  of  science,  sometimes  the  theories  outrun 
the  facts,  sometimes  the  facts  accumulate,  till  the  larger 
mind  interprets  them  and  reduces  them  to  a  system  of 
laws.  A  large  number  of  learned  men  have  been  studying 
words  and  their  history  for  many  years;  but  instead  of 
building  up  theories  about  the  origin  of  words,  they  have 
followed  the  scientific  order  of  comparing  words  and  their 
relations  as  they  exist  in  different  languages,  in  order  to 
discover  the  laws  that  govern  their  changes.  This  science 
is  called  Comparative  Philology;  and  if  you  know  a  little 
I^tin  or  French  you  can  compare  many  English  words  with 
their  corresponding  forms  in  other  languages.  You  can  see 
how  the  Norman  conquerors  allowed  the  Saxon  peasants  to 
keep  the  names  of  ox  and  sheep,  while  they  took  the  meat 
for  themselves,  and  called  the  flesh  of  one  '  beef  (boeuf),  of 
the  other  *  mutton '  (mouton). 

Classes  of  languages. — We  need  not  say  much 
about  the  results  of  these  investigations ;  most  of  the  text- 
books on  grammar  will  furnish  you  with  a  list  of  the  prin- 
cipal classes  into  which  languages  are  divided,  and  you  will 
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see  that  our  language  is  a  member  of  a  great  European  family 
which  has  a  great  many  cousins  both  dead  and  alive  in 
nearly  every  part  of  Europe,  and  that  the  ancestor  of  all 
these  cousins  was  a  language  spoken  by  nobody  at  the 
present  time. 

We  wish  you  to  remember  also,  that,  the  further  we  go 
back,  the  smaller  is  the  original  stock  of  words,  and  thus 
our  former  statement  is  confirmed  that  we  cannot  make 
new  words,  but  can  only  compound  old  words  to  represent 
new  ideas.  How  many  words  do  you  think  could  be 
formed  of  six  words  containing  only  one  syllable,  taken 
together  in  every  possible  combination,  two  at  a  time,  three 
at  a  time,  etc.? — no  less  than  873. 

First  meanings  of  words. — ^Take  then  any  word 
you  please,  and  you  may  always  rely  upon  it  that  it  had  at 
first  some  meaning,  connected  with  one  of  the  five  senses, 
and  represented  a  sensation  or  an  object  of  sensation  before 
it  represented  an  idea  or  a  thought.  We  talk  of  grasping 
another  person's  idea,  but  the  first  meaning  of  grasp,  we  all 
know,  is  to  *  lay  hold ' ;  if  we  had  said  we  apprehended 
another  person's  idea,  unless  you  knew  that  *  to  apprehend  ' 
comes  from  the  Latin  word  'to  grasp,'  you  would  have 
missed  the  first  meaning  of  *  apprehend.'  To  *  give  up  the 
ghost,'  or  *  breath,'  or  *  spirit '  all  signified  originally  the  same 
thing. 

Do  not  use  words  whose  first  signification  you 

cannot  trace. — This  is  a  very  important  caution,  and  will 
prevent  your  felling  into  ludicrous  mistakes,  like  the  man 
who,  in  the  course  of  his  speech,  proposed  to  embark  on 
the  feature  on  which  the  question  chiefly  hinged.  If  he  had 
reflected  on  the  first  meaning  of  the  words,  he  would  never 
have  mixed  his  metaphors. 

You  will  also  be  saved  from  such  words  as  *awfiilly,'  *  tre- 
mendously/ etc,  whose  only  point  consists  in  a.  ^«tN«^\oxi 
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of  the  pure  original  meaning  of  the  temu  You  will  be 
saved  too  ftomfine  English  ;  homely  simple  words  of  pure 
English  are  the  best  to  use.  Unless  you  know  the  first 
meaning  of  other  words,  use  Saxon-English  words.  If  you 
are  ignorant  of  Latin  and  Greek,  you  will  do  wisely  to 
avoid  employing  words  derived  from  those  languages.  Of 
course,  in  many  cases  they  are  the  best  to  use,  when  there 
are  no  pure  English  equivalents.  But  if  you  take  up  a  pas- 
sage of  good  English,  and  classify  the  words  contained  in 
it,  you  will  find  that  the  purely  English  words  are  at  least 
four  or  five  times  as  many  as  words  derived  fix)m  other 
sources.  We  extract  the  following  passage,  not  carefiilly 
selected,  but  taken  casually  from  a  standard  modem  Eng- 
lish author.  *  The  smoothness  wdth  which  the  verses  glide, 
and  the  elasticity  with  which  they  bound,  is  to  our  ears  very 
pleasing.'  In  this  passage  two  words  are  evidently  of  Latin 
and  one  of  Greek  origin,  but  the  others,  with  perhaps  one 
doubtfiil  exception,  are  English.  If  you  will  take  a  little 
trouble,  you  will  soon,  by  help  of  a  good  dictionary  and  a 
few  laws  of  language,  be  able  to  grasp  the  first  meaning  of 
a  word.  If  you  had  to  choose  between  '  stream  of  time ' 
and  *  course  of  time,'  you  would  do  wisely  to  choose  'stream.' 
If  you  did  not  know  that  *  course '  signified  running,  you 
would  lose  the  mental  picture  of  motion  which  corresponds 
to  the  idea  of  mental  activity. 

The  same  rule  applies  to  compound  words,  as  'man-hood,' 
*  hard-ship ' ;  the  latter  parts  of  these  words  are  in  most  gram- 
mars simply  treated  as  suffixes,  but  they  were  once  nouns, 
had  their  own  sense-meaning,  and  were  not  mere  expres- 
sions implying  states  or  conditions. 

[Note. — This  important  subject  is  treated  more  fully  in 
Chapter  V.  on  English  words.] 
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CHAPTER   II. 

HOW   WE   ARRIVE  AT   THE   FULL    MEANING  OF 

WORDS. 

We  begin  this  chapter  with  a  recommendation  to  all  students 
of  grammar  to  select  a  book  on  grammar  which  follows 
^  the  natural  order  of  developement  of  our  thoughts  and 
wc»:ds,  and  makes  its  rules  and  definitions  dependent 
upon  that  order.  It  is  probable  that  all  words  were 
originally  names  of  objects  before  the  names  of  qualities 
were  abstracted  from  those  objects,  />.  before  adjectives 
were  formed,  and  before  the  differences  between  two  states 
of  the  same  individual  were  distinguished.  In  Hebrew, 
which  possesses  a  grammar  of  greater  simplicity  than  our 
own,  it  may  be  seen  that  a  large  number  of  words  were 
nouns  first,  and  that  the  same  word  is  converted  afterwards 
into  an  adjective  or  a  verb  by  the  addition  of  inflexional 
endings  to  denote  cases  or  tenses,  and  that  these  inflexional 
endings  are  themselves  only  short  words  added  to  the 
original  noun.  Indeed  it  is  evident  that  the  first  appear- 
ance of  any  object,,  or  even  its  repeated  appearances  under 
the  same  circumstances,  can  give  rise  to  no  comparison ; 
there,  would  therefore  be  no  analysis  of  the  qualities  of 
the  object,  and  the  name  of  the  object ^  e,g,  'mother,'  would  be 
the  first  word  employed.  But  when  a  number  of  objects, 
e.g.  a  mother  and  other  persons,  are  seen  together,  they 
are  compared  with  each  other,  and  their  qualities  are 
judged  to  be  like  or  unlike.  These  quaUties  would,  therefore, 
reqmre  names,  and  adjectives  would  be  formed.  Again, 
two  or  more  appearances  of  the  same  object  ui\dei  daSL^x^CLX 
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circumstances,  e.g,  the  mother  sitting,  standing,  laughing, 
would  suggest  different  states,  and  the  verb  would  be 
formed.  We  leave  it  to  the  grammarian  to  follow  out  pre- 
cisely the  details  of  the  growth  of  other  parts  of  speech 
according  to  natural  laws. 

First  names  are  nouns.— We  might  say,  as  a 
grammatical  caution — take  care  of  your  nouns,  and  the  other 
parts  of  speech  can  take  care  of  themselves.  We  suppose 
that  every  child,  being  naturally  a  '  sociable  animal,'  and 
wishing  to  share  its  ideas  with  others,  attempts  from  the 
first  moments  of  consciousness  to  communicate  its  impres- 
sions. For  example,  a  visitor  with  a  kind  face,  wearing  » 
a  red  dress,  may  visit  a  young  child's  mother,  and  the 
child  may  be  taught  to  call  her  *aunt.'  .The  red  dress,  as 
well  as  the  smiling  face,  will  form  part  of  the  object  called  by 
the  name  of  *  aunt ' ;  there  has  not  been  as  yet  any  attenjpt 
to  analyse  or  separate  the  different  qualities  of  the  object. 
In  fact,  we  learn  to  speak  before  we  learn  to  think,  and 
after  we  have  begun  to  feel.  A  child  notices  similarities 
before  it  notices  differences,  and  is  quite  content  to  employ 
the  same  name  for  objects  presenting  only  slight  differences. 

Second   names  are    adjectives  or   names  of 

attributes. — ^Very  early  in  a  child's  life  he  begins  to 
make  comparisons  of  several  objects,  and  to  distinguish 
the  accidental  circumstances  attending  them  from  the 
essential  qualities.  For  example,  the  child  soon  begins  to 
notice  that  one  condition  is  not  always  present — that  the 
aunt  is  sometimes  dressed  in  blue,  sometimes  in  red, 
whereas  the  smiling  face  and  kind  look  are  always  there. 
These  latter  become  the  invariable  attributes  of  the  aunt, 
the  former  the  variable  conditions.  It  is  probable  that  this 
would  be  a  child's  first  unconscious  analysis  of  his  ideas,, 
because  his  experience  is  at  first  limited  to  a  few  objects 
appearing  under  different  conditions;  but  very  soon  objects 
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begin  to  crowd  upon  him  so  fast  that  it  would  be  impossible 
for  him  to  give  a  distinguishing  name  to  each.  The  micro- 
scope itself  tells  us  that  there  are  worlds  beyond  the  power  of 
the  microscope  to  distinguish;  equally  bewildering  to  any 
human  being,  and  especially  to  a  child,  must  be  the  im- 
mense number  of  objects  that  are  brought  daily  within  his 
reach.  It  becomes  impossible  to  have  distinct  ideas  of  each 
particular  object  so  that  distinct  names  can  be  given  to  each. 
No  hiunan  understanding  could  be  found  sufficiently  capa- 
cious to  apprehend  and  remember  every  animal,  tree,  person, 
by  a  distinct  name.  Besides,  the  very  naming  of  all  these 
objects  woul^  defeat  its  own  end ;  people  wishing  to  con- 
verse together  would  find  this  accumulation  of  particular 
terms  a  very  serious  burden.  For  example,  if  three  cats 
with  different  coloured  fur  were  not  to  be  called  cats,  but 
were  each  to  have  a  different  name,  it  would  be  bad 
enough  ;  if  each  cat  with  the  same  coloured  fur  might  not 
have  the  same  name,  it  would  be  still  worse  ;  no  two  per- 
sons would  be  able  to  exchange  ideas  on  the  subject  of  cats. 

Recognition  of  classes  through  common  qua- 
lities.— ^The  question  would,  of  course,  naturally  arise.  Is  it 
necessary  to  have  a  different  name  for  every  cat  ?  It  is  true 
that  they  have  all  differences,  but  they  have  all  also  points 
of  resemblance.  Mankind  has,  therefore,  always  proceeded 
to  compare  two  objects,  to  notice  the  points  of  resemblance 
and  the  points  of  difference.  The  points  of  difference  would 
be  excluded  as  not  being  essential  to  the  class  to  which 
the  object  belonged ;  the  points  of  agreement  would  be 
carefully  gathered  together  as  attributes  of  the  class,  or 
as  marks  by  which  the  class  would  be  named  and  dis- 
tinguished. This  account  of  the  process  by  which  we 
analyse  the  qualities  of  objects  holds  true  at  every  stage  of 
education.  For  example,  if  we  wish  to  give  an  older  child 
a  clear  idea  of  an  island,  we  should  have  not  one  model 
only  of  an  island,  but  we  should  be  careful  to  Vvjon^  ^N^\5iX 
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models  varying  in  details — one  rocky,  another  flat,  another 
indented,  and  so  on — in  order  to  separate  the  accidental 
conditions  of  particular  islands  from  the  essential  quality 
common  to  all  islands,  that  they  are  surrounded  in  each 
case  by  water. 

If  we  were  teadiing  a  higher  class  noun-sentences  in 
grammar,  we  should  present  a  variety  of  passages  showing 
the  forms  of  the  noun-sentence  differing  according  to  the 
introductory  particles.  We  should  also  exhibit  the  noun- 
sentence  in  some  cases  as  the  subject,  in  others  as  the 
object  of  its  principal  sentence,  so  as  to  eliminate  the 
variable  circumstances  of  form  and  position,  and  to  leave 
only  the  essential  quality  of  a  noun-sentence. 

Classification. — Anyone  who  observes  attentively  a 
class  of  objects,  who  notes  their  essential  properties  and  gives 
names  to  them,  cannot  fail  to  have  a  good  command  of 
clear  appropriate  language.  We  advise  all  young  teachers 
to  practise  such  classification  carefully,  to  collect  a  variety 
of  leaves  or  flowers,  to  observe  a  number  of  animals  of  the 
same  class,  and  to  find  appropriate  names  for  their  points  of 
resemblance  ;  these  names  will  be  the  marks  by  which  the 
class  will  be  henceforth  known  to  him.  Always  find  clear 
and  appropriate  names  for  the  object  and  its  qualities  at  the 
same  time ;  otherwise  your  ideas  will  fall  back  into  the  con- 
fusion and  indefiniteness  from  which  you  have  called  them 
out  Thought  and  language  should  always  go  together ;  if 
you  have  a  complete,  perfect  thought,  find  its  corresponding 
word  at  once. 

Abstraction. — Part  of  this  process  is  called 'abstraction,' 
a  term  very  often  misunderstood  and  misapplied  by  young 
teachers.  The  word  *  to  abstract '  merely  means  to  draw  away 
or  separate.  The  term  *  abstraction,^  applied  to  the  mind, 
stifles  the  power  the  mind  possesses  of  contemplating  one 
fiudity  of  an  object  apart  from  its  other  qualities.    The 
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mind  has  the  power  of  separating  ideas  which  are  intimately 
connected  by  nature  and  cannot  be  separated  in  any  other 
way.  We  can  abstract  the  qualities  of  the  tiger  and  the  cat, 
take  those  common  to  both  and  commence  the  classification 
of  the  cat-tribe  of  animals.  We  can  abstract  the  common 
qualities  of  the  cat-tribe  and  dog-tribe  of  mammalia,  and 
proceed  with  the  classification  of  mammalia,  and  by  a  fur- 
ther process  of  the  same  kind  arrive  at  the  class  of  verte- 
brate animals. 

It  is  not  necessary  for  abstraction  that  all  the  individuals 
of  a  class  should  be  present  to  our  minds.  We  can  classify 
horses,  ue,  state  all  their  essential  attributes,  without  seeing 
all  the  horses  in  the  world ;  we  can  form  an  accurate  de- 
finition of  honesty  from  two  or  three  well-told  anecdotes  of 
different,  forms  of  honest  dealing.  Abstract  terms,  being 
relative  terms,  can  be  employed  only  in  relation  to  the 
class  from  which  the  abstraction  is  made.  Abstract 
nouns  or  names  are  commonly  defined  as  *  the  names  of 
things  that  we  cannot  see,'  or  of  *  something  that  we  can 
conceive  only  in  our  minds.'  But  when  we  remember  the 
meaning  of  the  term  '  abstraction,'  we  should  always,  in 
our  definition  of  abstract  niouns,  state  that  they  are  the 
names  of  qualities  separated  from  the  class  to  which  they 
belong.  Wisdom  can  only  exist  in  connection  with  wise 
persons^  industry  with  industrious  citizens. 

One  abstraction  may  serve  as  part  of  a  still  wider  ab- 
straction ;  a  species  may  be  included  within  a  genus,  and 
only  a  part  of  the  marks  of  the  species  is  included  in  the 
marks  by  which  the  higher  class  is  identified.  A  herring 
shares  with  all  true  fishes  the  common  qualities  of  cold- 
bloodedness and  apparatus  for  breathing,  but  it  has  its 
own  differentiating  qualities  to  separate  it  from  other  fishes. 
When  you  come  to  classify  it  with  all  backboned  animals, 
you  leave  out  of  sight  some  of  the  marks  by  which  fishes 
are  distinguished  firom  other  classes  of  backboned  animals. 
^verjr  upward  step  of  classification  requkes  fevrei  c^tc^^ 
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qualities  for  definition  of  the  class,  but  includes  a  larger  num- 
ber of  objects  within  the  class. 

For  an  example  of  higher  abstraction  in  the  case  of  moral 
qualities,  we  may  take  the  physical  courage  of  the  strong 
soldier  in  battle  and  the  moral  coiwage  of  a  suffering 
woman ;  both  are  rightly  called  coiurage,  but  some  of  the 
distinguishing  marks  by  which  each  separately  would  be  de- 
fined must  be  omitted ;  the  remaining  marks  will  constitute 
the  marks  of  their  common  courage. 

This  power  of  abstraction  is  really  one  of  the  highest 
powers  of  the  human  mind  ;  and  though  it  is  true  that  all 
the  powers  of  the  mind  are  being  unconsciously  employed 
by  children  firom  their  earliest  years,  we  doubt  whether  the 
abstract  idea,  />.  the  quality  of  an  object  contemplated 
apart  from  its  object,  is  ever  removed  by  children  to  any 
great  distance  from  it.  For  example,  if  you  were  to  tell 
your  class  to  think  of  a  horse,  we  doubt  whether  any  one 
could  help  thinking  of  some  familiar  horse,  and  the  colour, 
shape,  etc.,  of  that  particular  horse  would  be  mixed  up  with 
the  general  qualities  of  a  horse,  by  which  it  was  distinguished 
from  other  animals.  Or,  to  take  another  example,  would  you 
expect  young  children  to  form  an  idea  of  bravery  or  self- 
denial  apart  from  their  typical  hero,  Coeur-de-Lion  or  Sir 
Philip  Sydney  ?  We  have  before  observed  that  the  abstract 
quality  cannot  exist  without  the  class,  and  a  class  cannot 
be  formed  without  a  statement  of  those  abstract  qualities  ; 
the  question  arises  at  what  point  can  we  assume  that  a 
child  can  separate  the  quality  and  the  object?  We  answer, 
not  until  the  child  can  select  an  object  for  himself  and  show 
that  the  object  selected  possesses  the  qualities  named. 

Definition. — ^We  hope  we  have  shown  that  a  defini- 
tion, instead  of  preceding  a  lesson,  as  it  often  does,  should 
be  the  conclusion  of  a  lesson  or  of  some  definite  part  of  it 
Consider  what  a  definition  is ;  it  is  not  the  giving  of  addi- 
tional knowledge,  it  is  the  summing  up,  the  gathering  into  a 
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few  words  of  all  the  ideas  that  have  been  obtained  by  a  care- 
ful comparison  of  a  number  of  objects,  by  the  abstraction 
of  their  conmion  qualities  which  are  grouped  so  as  to 
represent  a  dass  ;  nor  can  the  terms  of  a  definition  be  of 
much  use  before  these  ordinary  processes  of  thought  have 
been  performed. 

In  the  *  Cultivation  of  the  Senses  *  you  have  been  shown 
how  to  direct  to  the  best  advantage  the  organs  of  sense  in 
connection  with  single  objects ;  in  the  *  Cultivation  of  tlie 
Memory/  you  have  been  directed  to  select  only  those  pheno- 
mena which  were  most  likely  to  interest  children  ;  in  the  few 
forgoing  pages  we  have  shown  you  the  process  of  thought  by 
which  you  are  guided  to  select  the  terms  that  are  most  appro- 
priate to  the  qualities  common  to  a  class  of  objects. 

Other  words. — ^^Ve  are  not  concerned  in  these  few 
pages  with  the  grammcttical  division  of  words  into  parts  of 
speech  ;  we  have  thought  it  sufficient  here  to  indicate  the 
mental  law  that  requires  names  to  be  given  to  objects 
and  their  attributes.  These  names  enable  us  to  communi- 
cate the  results  of  observations  made  upon  all  subjects  of 
thought  All  definitions  can  be  reduced  to  one  simple  form 
by  insertion  of  the  word  *is*  between  the  names  of  the 
object  and  its  attributes, — e.g,  iron  (is)  flexible,  malleable, 
etc.  If  we  wish  to  state  that  a  dog  has  four  feet  or  feeds 
on  flesh,  we  can  state  it  concisely ;  a  dog  is  a  quadruped 
or  carnivorous;  each  quality  being  fixed  and  recalled  to 
memory  by  its  own  appropriate  sign  or  word. 

It  is  essential  that  children  should  attach  the  correct 
names  to  each  object  and  to  its  qualities.  If  you  object  to 
the  terms  'malleable,' 'flexible,' eta,  on  the  ground  that  they 
will  never  form  part  of  the  child's  future  vocabulary,  use  the 
Saxon  verb  instead  of  the  Latin  adjective.  You  can  support 
your  statement  that  iron  can  be  hammered  out  by  showing 
a  horse's  shoe,  or  that  copper  can  be  drawn  out  by  a  piece 
of  copper  wire,  or  that  monkeys  have  four  hands  by  the 
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picture  of  a  monkey  climbing  a  tree,  and  may  thereby  avoids 
in  an  infant  school,  the  use  of  the  words  'malleable/  *  ductile/ 
*  quadrumanous.'  But  we  shall  have  something  to  say  pre- 
sently as  to  the  proper  use  of  words  that  are  only  difficult 
because  the  teacher  has  neglected  to  explain  and  illustrate 
them ;  for  the  present  we  content  ourselves  with  sayii^  that 
no  word  is  really  difficult  for  children  if  properly  treated  at 
the  outset.  We  regret  very  much  that  teaching  by  words 
without  suitable  illustrations  has  made  object-lessdns  com- 
paratively worthless  as  a  means  of  education. 

A  correct  iise  of  words  is  acquired  by  repeated  and  varied 
practice.  You  must  not  think  that  a  single  specimen  will  give 
a  child  the  full  meaning  of  the  name  of  any  object :  a  boy  who 
has  seenj'ran  hammered  Qut  will  fail  to  form  an  idea  of  the 
extreme  tenuity  to  which  gold  may  be  hammered  out.  A 
large  variety  of  leayes  and  flowers  should  be  introduced  for 
a  botanical  lesson ;  live  mice,  stuffed  mice,  pictures  of  mice 
should  be  introduced  in  a  lesson  on  a  mouse. 

Besides  this  variety  of  illustration  for  the  senses^  children 
maybe  asked,  as  a  kind  of  pastime,  to  name  domestic  animals 
with  four  legs  and  cloven  hoofs,  or  wild  animals  of  the  cat 
tribe,  or  the  various  workmen  employed  in  building  a  house, 
or  the  articles  in  their  mother's  kitchen  and  their  uses.  They 
may  be  asked  to  name  the  qualities  of  objects  :  *  Mary  has 
stolen  her  brother's  cake-^is  she  selfish,  or  greedy,  or 
gluttonous?'  You  may  give  incomplete  or  incorrect  de- 
finitions :  *  A  donkey  is  a  cloven-footed  quadruped ; '  *  A 
bat  is  a  small  bird  of  prey ;'  *  Tin  is  bright,  can  be  drawn  out, 
and  hammered  out ; '  and  ask  your  class  to  complete  or  correct 
them.  You  can  test  the  correct  recognition  of  ideas  obtained 
through  the  senses  by  asking  them  to  name  objects  distin- 
guished for  special  sensible  qualities,  such  as  brightness, 
weight,  arid  colour,  and  to  distinguish  those  that  are  pleasant 
to  each  sense  from  those  that  cause  unpleasant  sensations. 
We  have  seen  a  pretty  method  of  teaching  pursued  in  some 
mfant  >schools.  One  of  the  children  assuming  the  stool  of 


METHOD  FOR  INFANTS.  II5 

the  teacher,  who  stands  by  as  assessor,  asks  his  com- 
panions to  state  the  properties  of  some  object  he  holds 
in  his  hand,  and  their  reasons  for  assigning  those  pro- 
perties. This  variety  of  method  ensures  that  the  same  word 
shall  be  repeated  with  diflferent  associations ;  not  borrowed 
from  a  text-book,  but  uttered  with  the  freshness  of  a  childish 
mind,  that  has  pictured  the  object  to  itself.  The  names 
of  objects  and  of  their  properties  acquired  by  these  methods 
will  supply  abundant  material  for  more  advanced  lessons. 
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CHAPTER  HI. 
HOW  WE   COMBINE   OUR  WORD& 

We  have  sketched  out  for  you  in  the  preceding  chapter  the 
natiural  process  of  thought  by  which  we  arrive  at  general 
names.  We  become  conscious  of  particular  objects;  we 
observe  their  likenesses  in  spite  of  their  unlikenesses ;  we 
abstract  these  likenesses  from  the  objects ;  we  collect  all  the 
objects  possessing  them  into  a  class ;  we  give  a  name  to 
the  class,  and  this  name  becomes  from  that  time  an  equiva- 
lent in  our  minds  for  all  those  qualities,  whenever  we  dioose 
to  recall  them,  not  collectively,  but  separately.  For  you 
must  not  suppose  that  we  always  recall  to  mind  all  the  quali- 
ties of  an  object  whenever  we  employ  its  name ;  as  they  first 
came  into  our  minds  separately,  so  they  recur  separately. 
For  example,  if  I  say,  John  is  a  lazy  boy,  having  in  my  mind 
the  fact  that  John  has  not  learned  his  lessons,  I  understand 
only  that  he  is  lazy  with  that  particular  laziness  among  the 
many  forms  of  laziness ;  or  if  I  say  a  horse  is  a  quadruped, 
I  select  one  of  the  properties  of  a  horse  that  suits  my  espe- 
cial purpose. 

Again,  the  word  '  school '  is  a  slow  growth  in  a  child's 
mind ;  probably  he  has  seen  the  outside  of  a  building,  before 
he  was  introduced  to  it  as  a  place  of  study,  or  had  learned 
to  identify  the  place  with  the  scholars  and  teachers.  When 
he  has  once  acquired  the  full  meaning  of  the  word  *  school/ 
as  a  complex  whole,  including  all  three  significations,  he 
may  return  to  each  separate  use,  as  in  the  sentences,  '  Our 
school  has  a  slated  roof;'  *I  had  an  arithmetic  lesson  at 
school  to-day,'  or,  *  Our  school  is  broken  up  for  the  holidays.' 


r 


GENERAL  NAMES.  11/ 

It  is  essential  that  you  should  bear  in  mind  that  every  word 
coven  a  number  of  separate  ideas,  and  that  it  is  not  always 
easy  to  know  at  the  outset  in  what  sense  it  is  used; 
indeed,  much  confusion  of  ideas  arises  from  an  habitual  want 
of  forethought,  especially  in  religious  matters.  Two  persons 
will  not  take  the  trouble  to  settle  upon  the  meaning  of  words 
before  they  begin  to  wrangle. 

Limitations    to    the   employment  of  general 

names, — ^We  are  agreed  that  it  would  be  useless  to  multiply 
the  number  of  general  names,  or  to  divide  the  vast  number 
of  objects  which  surroimd  us  into  an  excessive  number  of 
classes.  The  number  of  general  names  would  be  infinitely 
great,  and  our  memories  uselessly  burdened.  We  employ  in 
ordinary  matters  general  names  only  for  those  classes  of  per- 
sons or  objects  that  come  before  us  in  considerable  variety. 
For  example,  in  our  family  relationships  we  employ  general 
names  for  those  relationships  that  occur  frequently  in  most  of 
our  families,  such  as  aimt,  cousin,  grandfather ;  but  for  more 
distant  relationships  which  come  less  frequently  within  our 
experience,  we  employ  compound  words,  or  words  expressing 
number  or  order,  such  as  great-aunt,  second  cousin,  etc. 
The  contrary  takes  place  in  sciences :  every  fresh  discovery 
requires  ad^tional  names,  which  form  a  distinct  language  to 
the  student,  utterly  unknown  to  the  outside  world. 

Do  not  be  discouraged  by  a  hard  word  in  science  or  in 
school  studies ;  say  to  yourself,  There  must  be  some  common 
sense  meaning  for  the  word ;  I  will  try  to  find  out  what  the 
discoverer,  when  he  gave  the  name,  was  looking  at  How 
did  you  master  the  term  'river-basin'  in  geography,  and 
'  complex  sentence '  in  grammar  ?  First,  by  seeing  various 
models  or  examples  of  each,  and  abstracting  their  essential 
qualities  from  the  varieties. 

A  good  knowledge  of  class-names  is  essential 
to  clear  description  and  accurate  thoughts— ^^ 
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advise  you  to  accumulate  a  large  stock  of  class-names. 
It  is  said  that  an  agricultural  labourer  employs  only  five 
or  six  hundred  words  in  addition  to  the  terms  which  repre- 
sent his  own  division  of  labour,  such  as  *  plough/  *  harrow,' 
etc.  How  can  he  make  himself  intelligible  to  others,  ex- 
cept by  long  and  circuitous  phrases,  emplo3dng  five  or  six 
words  where  a  cultivated  mind  would  have  employed  only 
one  ?  Learned  men  who  have  translated  English  into  some 
foreign  language  have  found  the  same  difficulty  for  want  of 
proper  class-names  to  represent  ideas  unknown  to  other 
nations.  It  is  impossible  to  translate  *  gunpowder,'  *  telegram ' 
into  Latin  or  Greek  without  employing  several  words,  Bojs 
who  learn  to  harness  a  horse,  and  girls  who  help  in  a  kitchen, 
pick  up  a  number  of  word&  very  useful  to  them  for  com- 
municating quickly  with  others.  *  Rub  against '  as  many 
persons  of  different  vocations  as  you  can,  and  pick  up  tiie 
words  of  their  special  calling.  Dictionaries  would  help  you  ih 
a  feeble  fashion  to  find  out  the  meanings  of  many  nautical 
or  farming  terms  ;  but  the  sailor  or  the  farmer  can  give  you 
their  exact  names  and  definitions.  You  derive  then  thiis 
advantage  from  a  large  stock  of  general  names,  that  a .  great 
number  of  objects  which  belong  to  the  same  science  can 
be  reduced  to  order  in  your  mind  by  the  help  of  a  few 
terms.  If  you  are  fond  of  botany  and  country  walks  (as 
all  young  people  should  be),  the  infinite  variety  of  plants, 
leaves,  roots,  and  flowers,  which  would  painfully  puzzle 
an  ignorant  person,  will  be  a  real  pleasure  to  you  ;  the 
classes  will  be  old  friends,  the  varieties  new  acquaint- 
ances. 

It  is  supposed  that  you  have  acquired  a  good  stock  of 
names  to  represent  those  objects  and  their  attributes  that 
come  frequently  within  your  experience.  It  would  be  diffi- 
cult to  define  the  frequency  that  entitles  a  person  or  an 
object  to  a  general  name  :  the  term  *  pupil-teacher'  should 
apply  to  all  young  persons  who  are  both  learning  and 
teaching,  but  it  has  been  appropriated  to  apprentices  only, 
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and  we  are  obliged  to  add  *who  are  not  apprentices*  to 
describe  all  others.  All  such  additions,  whether  made  by 
adjectives  or  adjective  sentences  or  phrases,  you  will  find 
explained  in  *  How  to  Teach  Grammar.' 

We  combine  our  words  into  statements.— When 

we  speak  of  any  object,  language  would  be  of  little  use  to 
us,  if  we  did  not  make  some  statement  about  the  object 
We  may  make  statements  in  two,  or  three,  or  four,  or  any 
number  of  words  :  *  Cats  purr,'  *  John  is  industrious,'  *  Our 
Queen  is  good,'  *  The  men  who  called  yesterday  will  come 
again  to-morrow.' 

But  you  should  observe  about  all  these  sentences,  that 
they  are  either  expressed  in,  or  can  be  reduced  to,  one 
simple  form  of  sentence.  They  can  be  divided  into  :  *  Cats 
(are)  purring  animals,'  'John  (is)  industrious,*  'The  men 
who  called  yesterday  (are)  coming  again  to-morrow.* 

In  the  middle  of  the  sentences  you  see  a  little  word 
joining  the  two  principal  parts  of  the  statement  :  these  parts 
are  called  in  all  books  about  reasoning,  the  *  subject  *  and  the 
'  predicate.'  Very  probably  in  your  grammar  you  have  been 
taught  to  consider  the  verb  only  as  the  predicate  of  your 
sentence.  We  ask  you  for  the  present  to  banish  that  use  of  the 
word  from  your  mind,  and  to  consider  all  statements  as  made 
up  of  two  principal  parts,  each  of  which  can  be  analysed 
according  to  principles  and  rules  of  grammar  with  which  we 
are  not  concerned  here. 

All  statements  are  made  on  one  common  prin- 
ciple.— ^What  is  this  common  principle  ?  We  have  present 
to  our  minds  some  'subject'  of  our  thoughts;  if  we  are 
thinking  of  one  or  more  objects,  we  declare  that  it  or  they  do 
belong  or  do  not  belong  to  a  certain  class  expressed  by  the 
predicate  ;  if  we  are  thinking  of  a  class  or  classes  of  objects, 
the  predicate  expresses  a  higher  class,  .  For  example j.  When 
we  say,  *  A  monkey  is  a  vertebrate  animal*/'  *  K^Y\^  «xi\£ik^<X-C 
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*  John  and  Mary  are  industrious ; '  *  Those  boys  and  girls  are 
not  lazy/  we  mean  that  a  monkey  belongs  to  the  higher  class 
of  backboned  animals,  which  includes  also  horses,  cows,  etc., 
John  and  Mary  belong  to  \ki(^  class  of  industrious  people,  etc. 
Make  a  number  of  statements  for  yourself,  and  you  will  see 
that  they  all,  whatever  may  be  their  length  or  complexity, 
involve  only  two  principal  parts,  and  that  the  predicate  re- 
presents a  class^  inclusive  of  the  subject,  whether  the  subject 
represent  a  particular  object  or  class  of  objects. 

How  we  reason  or  form  conclusions.— You  will 

say,  perhaps,  *  I  have  been  reasoning  all  my  life ;  I  could  not 
have  understood  what  you  have  written,  if  I  had  not  been 
able  to  draw  conclusions.'  Quite  true  :  man  is  from  the 
beginning  of  life  a  rational  as  well  as  a  sociable  animal.  He 
does  not  suspend  his  reason  till  he  has  learned  how  to  reason, 
any  more  than  he  forbears  to  digest  till  he  has  learned  the 
process  of  digestion.  But  every  one  gains  by  being  taught  how 
to  reason,  for  he  will  think  more  clearly  when  he  can  trace 
the  starting  point,  the  road,  and  the  goal  he  aims  at,  and  the 
greatest  gain  from  learning  how  we  reason  is  the  knowledge 
how  we  often  fall  into  wrong  thinking.  Perhaps  you  never 
think  wrong  j  if  so,  you  will  of  course  derive  no  profit  from 
such  learning.  But  it  is  only  within  the  last  three  centuries 
that  the  true  principles  of  reasoning  from  nature  have  been 
established.  It  used  to  be  thought  that  we  could  begin  with 
a  statement  in  words,  and  by  a  process  of  connected  reason- 
ing be  led  from  statement  to  statement  without  appealing  to 
realities.  We  give  you  an  instance.  You  may  have  enjoyed 
pumping  water,  and  have  watched  the  water  pouring  out ; 
you  know  that  the  pressure  of  the  air  forces  the  water 
upwards  into  the  vacuum  caused  by  lifting  the  piston.  We 
have  learned  that  and  other  natural  laws  by  following  the 
natural  law  which  governs  our  own  minds,  when  uncontrolled 
by  prejudice,  of  going  straight  to  nature.  But  formerly  they 
would  bav^  ^^;?  with  bigworcjs,  *  Natvure  abhpTs  a  vacwm/ 
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and  would  have  considered  that  indefinite  statement,  couched 
in  ambiguous  words,  quite  sufficient  grounds  to  account  for 
realities. 

We  are  from  the  beginning  rational  animals.— 

Even  children  are  not  content  to  be  mere  recording  clerks 
for  the  purpose  of  making  statements  of  what  they  have 
seen  or  heard.  If  anything  happens,  their  busy  mmds 
will  connect  it  with  some  other  event  resembling  it  in 
some  one  or  more  of  the  attendant  circumstances.  A  child 
has  eaten  red  currants,  red  cherries,  red  strawberries  ;  he 
is  quite  likely  to  infer  that  all  red  berries  are  good  to  eat, 
and  would  probably  eat  deadly  nightshade  fruit  if  it  came 
in  his  way.  The  church  bells  are  ringing,  they  were  rung 
last  week  for  a  wedding  ;  the  first  inference  is  the  thought 
of  another  wedding  ;  whereas  some  ringers  have  come  over 
from  the  next  parish  to  try  their  skill. 

Reasoning  from  likenesses  the    first  ground 

of  our  statements. — In  all  reasoning  like  the  above, 
*  many  a  little  makes  a  mickle ; '  but  likenesses  can  never 
make  a  certainty,  though  they  may  make  the  highest  degree 
of  probability.  You  see  some  one  like  your  sister  Mary 
coming  along  the  road,  you  recognise  Mary's  way  of  walk- 
ing, the  colour  of  her  dress,  the  shape  of  her  bonnet,  you 
feel  sure  it  is  Mary.  As  the  girl  comes  near,  perhaps  some 
one  unlikeness  is  quite  sufficient  to  counterbalance  all  the 
likenesses,  and  it  proves  not  to  be  your  sister  after  all. 

The  necessary  parts  of  all  reasoning.— In  the 

last  example  we  imagined  a  single  person  forming  his  opinion, 
and  changing  it  according  to  the  impression  made  by  dif- 
ferent facts  being  presented  consecutively.  But  you  may 
often  hear  contrary  conclusions  drawn  from  a  single  fact, 
and  you  know  that  the  disagreements  of  doctors  are  a 
proverb.    If  two  truthfu},  sensible  persons  disagree  in  tK\Si 
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way,  there  must  be  some  concealed  thoughts  passing  in  their 
minds.  Let  us  see  whether  we  can  render  visible  these 
invisible  thoughts.  Suppose  Tom  has  absented  himself 
from  school  on  a  certain  morning  :  one  schoolfellow  wDl 
suggest  that  his  mother  wanted  him  at  home,  another  that 
he  had  played  the  truant,  another,  who  is  fond  of  horrors, 
that  he  had  fallen  down  and  broken  his  leg — ^three  different 
conclusions  are  drawn  from  one  simple  fact  All  agree, 
doubtless,  in  the  general  principle,  that  only  exceptional 
circumstances  keep  industrious  boys  from  school,  but  they 
differ  in  their  opinion  of  John,  whether  he  is  or  is  not 
industrious  ;  therefore  they  decide  for  or  against  an  excep- 
tional cause  of  absence.  But  we  ought  to  go  a  step  fiuther 
back  and  find  out  their  reasons  for  different  opinions  of 
John.  They  could  all  agree  in  one  general  principle,  that 
certain  acts,  learning  lessons,  punctuality,  etc.,  are  signs  of 
an  industrious  schoolboy  ;  two  of  them  had  observed  many 
such  signs  in  John's  behaviour ;  the  second,  for  some  reason, 
had  seen  only  a  few. 

We  may  put    the    two  conclusions  in  the  following 
way : — 

Industrious  boys  are  prevented  only  by  exceptional 
causes  from  coming  to  school ; 

John  is  an  industrious  boy  ; 

Some  exceptional  cause  has  prevented  John  ;  or  the 
opposite. 
Again — 

Industrious  boys  perform  certain  actions  ; 

John  has  been  seen  to  do  these  actions ; 

John  is  an  industrious  boy ;  or  the  opposite. 
We  see,  then,  that  in  both  the  examples  given  there  is  a 
wider  statement  or  a  general  principle  which  must  be  applied 
to  a  narrower  statement  before  any  conclusion  can  be 
drawn.  It  will  be  of  service  to  you  to  practise  examples 
of  such  forms  of  reasoning,  that  you  may  be  able,  whenever 
jou  come  across  a  manifestly  false  conclusion  in  Euclid  or 


REASONING.  1 23 

grammar  or  any  other  of  your  studies,  to  detect  which  of  the 
two  parts  of  your  reasoning  was  incorrect,  the  wider  or  the 
narrower  statement. 

For  example,  if  I  were  told  that  a  certain  plant  would 
not  thrive  in  a  certain  country,  I  should  first  investigate  the 
wider  statement  as  to  the  character  of  the  climate  that  suited 
the  plant;  and  secondly,  the  narrower  statement  whether 
the  specified  country  did  possess  that  climate,  and  from 
comparison  of  them  should  conclude  the  correctness  or 
incorrectness  of  the  statement 

See  that  your  general  statement  is  duly  and 

accurately  framed. — In  moral  and  religious  questions  you 
should  be  especially  careful  as  to  the  principles  you  hold, 
and  ask  yourself,  What  is  my  ground  for  this  statement  ? 
Have  I  fi:umed  it  fully  and  in  precise  terms  ?  Do  I  know 
the  meaning  of  each  term  ?  It  would  be  of  no  use  to  con- 
tinue an  argument  with  an  opponent,  unless  your  more 
general  statement  or  principle  met  with  unqualified 
approval  For  example,  John  is  an  industrious  boy,  but 
has  not  come  to  school  :  if  you  attempted  to  lay  down  an 
absurd  general  principle,  'All  boys  who  do  not  come  to 
school  are  lazy,'  John  would  justly  dispute  your  general 
principle  and  insist  upon  your  qualifying  it  by  the  addition, 
'unless  they  are  prevented  by  reasonable  causes.'  The 
sense  of  injustice  that  rankles  in  little  minds  from  unjust 
general  statements  is  very  painful.  A  very  dull-  lesson 
may  be  given  to  children  sitting  on  high  benches  with 
no  support  to  their  feet  or  backs  ;  and  an  absurd  sweeping 
statement,  'All  fidgety  children  are  naughty,'  may  be 
enimciated  as  sufficient  justification  for  undeserved  punish- 
ment. 

.  The  narrower  statement  may  be  disputed. — 

Two  persons  may  be  agreed  upon  the  general  law, '  All  birds 
lay  Qggj^zad  mammals  do  not  lay  eggs.'    "^uX  oxi<&  ol  ^Sck& 
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two,  perhaps,  has  been  misled  by  the  fact  of  a  bat's  ability 
to  fly,  and  has  classified  the  bat  with  birds ;  the  other 
knows  better,  and  has  picked  up  a  bat,  and,  being  fond  of 
animals,  has  carried  it  into  a  safe  dark  comer.  The  first 
would  say,  *  All  birds  lay  eggs,  a  bat  is  a  bird,  therefore  a 
bat  lays  eggs,*  and  would,  perhaps,  invite  the  other  to  search 
for  its  nest. 

A  story,  which  is  attributed  to  others  also,  is  told  of  our 
Charles  the  Second,  that  he  propounded  the  problem,  why 
did  not  a  bowl  fiiU  of  water  overflow  when  a  gold  fish  was 
dropped  in  ?  It  never  occurred  to  the  assembled  philoso- 
phers at  first  to  doubt  the  fact,  till  one  more  sceptical  than 
the  rest  made  the  experiment  of  putting  the  gold  fish  into 
the  bowl,  and  found  that  the  water  overflowed.  Do  you 
beheve  all  the  statements  made  in  newspapers  and  books  of 
travel  ?  You  may  almost  always  believe  all  that  the  writers 
say  they  saw  with  their  own  eyes,  but  you  should  receive 
other  statements  with  caution.  The  *  Father  of  History,' 
the  Greek  writer  Herodotus,  can  always  be  believed,  because 
he  draws  the  distinction  between  what  he  actually  saw  and 
what  others  told  him. 

The  order  of  reasoning:  is  sometimes  inverted. — 

We  often  draw  our  conclusion  before  we  give  the  reasonable 
grounds.  We  may  say  either,  *  It  will  be  fine  to-morrow, 
the  sky  was  red  to-night ;'  or,  *  The  sky  was  red  to-night,  it 
will  be  fine  to-morrow.'  Both  expressions  may  be  brought 
to  the  usual  form  of  stating  a  conclusion  :  we  have  first  the 
general  principle,  *Red  skies  in  the  evening  precede  fine  mor- 
rows;' secondly,  the  particular  statement,  *I  saw  the  sky  was 
red  to-night;'  and  lastly  the  conclusion,  'It  will  be  fine 
to-morrow.' 

If  you  were  speaking  to  a  child  who  had  not  seen  the 
red  simset,  you  would  give  all  three  parts  of  the  reasoning  : 
*  It  was  a  red  sunset  to-night ;  red  skies  in  the  evening  mean 
fine  mornings ;  we  shall  be  able  to  go  for  our  walk  to-morrow/ 
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If  die  diild  was  looking  at  the  sunset  with  you,  you  would 
of  course  omit  the  first  particular  statement.  If  you  were 
talking  to  an  older  person  who  knew  the  general  rule,  you 
would  say, '  It  was  a  beautiful  sunset,  we  shall  have  a  fine 
day  to-morrow  ;*  if  he  was  looking  at  the  sunset  with  you, 
you  would  simply  say,  *  It  will  be  a  fine  day  to-morrow.'  We 
give  this  example  to  show  you  that  all  three  parts  of  a  com- 
plete reasoning  need  not  be  expressed,  but  must  be  always 
present  to  the  speaker's  mind. 


in  Geometiy. — ^We  cannot  better  illustrate 
what  is  said  in  the  foregoing  pages  than  by  stating  clearly 
the  course  of  reasoning  in  books  on  Geometry.  We  are 
asked  in  each  proposition  to  fix  our  attention  on  two  groups 
of  thoughts. 

(i)  The  assumptions  and  statements  made  by  the 

author. 
(2)  The  conclusions  he  draws  from  them. 
The  proof  is  then  divided  into  the  following  parts  : — 

(i)  The  writer  states  certain  facts,  and  constructs  for 
that  purpose  a  certain  figure,  which  you  can 
verify  for  yourself  by  actual  measurement. 

(2)  He  lays  down  certain  axioms  or  first  principles, 

which  he  does  not  attempt  to  prove,  but  claims 
to  have  them  allowed  on  the  ground  that  they 
evidently  challenge  our  immediate  belief. 

(3)  He  claims  also  to  be  allowed  to  employ  in  the 

course  of  his  argument  other  general  princi- 
ples or  propositions  which  have  been  already 
proved. 
You  may  dispute  any  one  of  these  separately;  but  if  you 
allow  them  all,  his  conclusion  follows  necessarily.    Take,  for 
example,  the  fifth  proposition  of  the  first  book  of  Euclid's 
Elements  of  Geometry.     The  assumption  is  made  *  the  two 
sides  of  a  certain  triangle  are  equal ; '  the  conclusion  is  to  be 
drawn,  that '  the  angles  opposite  to  Uie  equal  sides  are  equal' 
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1.  You  have  a  figure  constructed,  including  all  the  facts 
which  you  require. 

2.  Look  carefiUly  at  the  reasoning  and  you  will  see  there 
are  four  separate  arguments,  each  requiring  a  general  truth, 
and  a  particular  statement  before  the  conclusion  can  be 
drawn.  In  the  first  and  third  arguments  the  general  truth 
involved  is  the  previous  proposition,  which  has  been  already 
proved,  in  the  second  and  fourth  the  third  axiom,  which 
was  assumed  to  be  true  in  the  beginning  of  the  book. 
The  particular  statements  involved  are,  in  the  first  and 
second  arguments  some  of  the  facts  of  the  construction,  in 
the  third  these  and  the  conclusion  drawn  from  the  first  and 
second  arguments,  in  the  fourth  the  conclusions  from  the  first 
and  third. 

Do  not  be  satisfied  with  merely  learning  the  propositions 
of  Euclid ;  take  each  step  by  itself  and  ask  yourself  what 
principle  is  involved,  what  statement  of  facts ;  each  conclu- 
sion, fairly  drawn,  is  a  stepping-stone  to  another. 

Analysis  of  complicated  or  condensed  arg:u- 

ments. — Another  useful  exercise  in  thinking  would  be 
the  treating  a  longer  train  of  reasoning  as  you  would 
reduce  a  compound  proportion  sum  to  a  series  of  simple 
proportion  sums.  For  example,  you  will  often  hear  the 
principle  maintained,  which  we  believe  to  be  true,  *  In  all  well 
organised  schools  good  discipline  can  be  maintained  without 
corporal  punishment'  We  evidently  want  two  general  prin- 
ciples :  what  do  we  understand  by  good  discipline  and  good 
organisation  of  a  school  ?  We  lay  down  the  general  propo- 
sition that  really  good  discipline  is  the  maintenance  of  order 
through  the  voluntary  co-operation  of  the  children ;  if  we 
add  to  this  the  obvious  statement  that  corporal  punishment 
is  a  proof  that  the  voluntary  co-operation  of  the  children  is 
not  secured,  we  conclude  that  good  discipline  excludes  cor- 
poral punishment 

We  can  proceed  to  a  second  argument,  and  state  as  a 
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general  principle,  *  A  school  cannot  be  well  organised  without 
good  discipline;'  we  add  to  this  the  conclusion  just  proved, 
that  good  discipline  excludes  corporal  punishment;  we 
arrive  at  another  conclusion,  *  In  all  well  organised  schools 
good  discipline  can  be  maintained  without  corporal  punish* 
ment' 

Some  signs  of  bad  reasoning.— It  is  true  that  in 

reasoning  we  never,  or  very  rarely,  reduce  our  thoughts  to 
these. long  processes,  and  some  minds  pass  more  quickly 
from  one  step  to  another;  but  it  has  often  been  found 
very  useful  to  have  some  tests  or  cautions  as  to  unsound 
conclusions,  which  we  know  to  be  untrue,  and  yet  whose 
untruth  we  find  it  hard  to  prove. 

I.  Unfounded  assumptions. — We  all  do  wisely  to  place 
a  just  confidence  in  our  teachers,  if  they  ask  us  to  believe 
a  statement  because  the  proof  would  take  too  long;  indeed, 
in  all  lessons,  unless  they  are  very  carefully  prepared  and 
made  to  rest  on  conclusions  which  have  been  already 
proved,  ^teacher  can  only  prevent  digressions  by  appealing 
to  the  children's  faith  in  his  statements.  But  others  may  em- 
ploy words  introductory  to  their  statements,  of  which  you 
may  wisely  beware  :  *  It  is  evident  that,  etc'  *  It  is  certain 
that,  etc'  *  It  is  generally  allowed  that,  etc'  This  is  one  of  the 
most  frequent  tricks  in  geometrical  exercises  or  in  essays  on 
moral  subjects  ;  every  examiner  is  prepared  to  find  that  some 
disingenuous  student  has  slurred  over  the  critical  part  of  the 
reasoning  by  a  phrase,  *  It  follows  that,  etc;'  *  It  is  manifest 
that,  etc.,'  when  the  grounds  were  altogether  insufficient  for 
his  conclusions.  Impress  upon  your  scholars  the  folly  and 
untruthfulness  of  such  evasions  ;  the  chief  educational  pur- 
pose of  arithmetic  and  Euclid,  apart  from  their  practical  use, 
consists  in  the  demands  made  upon  our  intellept  for  clear 
reasoning,  and  upon  our  moral  sense  for  truthful  communis 
cation  of  our  thoughts.  We  may  notice  the  offence  of 
anonymous  newspaper  writers  in  this  rc^pect^  ^d  their  fxr 
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ample  is  the  more  dangerous  because  their  words  carry  with 
them  the  weight  of  the  whole  body  of  writers  for  that  journal. 
Proverbs,  again,  should  be  received  with  very  great  caution ; 
they  were  probably  true  in  the  very  limited  sense  given  by 
the  originator  of  the  saying,  but  it  would  be  wrong  to  give 
them  a  wider  application.  Such  proverbs  as  *  Knowledge  is 
power'  are  of  very  doubtful  general  appHcation. 

2.  Similes  or  metaphors  are  not  sound  argument.  They 
are  very  closely  allied,  and  should  be  employed  to  give 
strength  and  light  to  a  point  already  proved,  or  to  any  of  our 
statements  by  a  process  which  we  may  call  '  picturing  out '  or 
word-painting;  they  serve  to  bring  ideas  more  distinctly  before 
us  by  giving  them,  as  it  were,  a  visible  shape  and  colour. 
These  and  other  *  figures  of  speech'  are  among  the  chief 
ornaments  of  language ;  but  they  stand  outside  all  deductions 
of  reason,  and  cannot  be  admitted  in  fair  argument.  A  strong 
confirmation  of  this  is  furnished  by  the  language  of  children 
or  uneducated  people,  but  especially  by  the  older  languages 
of  the  world.  Eastern  languages  and,  as  you  know,  the 
language  of  our  Old  Testament  abound  in  imaginative  similes 
and  metaphors,  which  are  the  arguments  of  an  unlettered 
people.  We  should  refrain  from  applying  such  metaphors 
too  literally,  as  if  all  the  qualities  of  the  metaphorical  object 
could  be  transferred  to  the  real  subject  of  thought.  Do 
not,  however,  confound  with  this  illustration  by  metaphor, 
true  reasoning  from  analogies  or  real  likenesses  of  objects  in 
some  of  their  qualities.  But  even  in  reasoning  from  real 
similarities,  we  should  be  wrong  if  we  trusted  to  one  or 
two  resemblances  of  a  few  objects ;  we  require  either  a  few 
resemblances  of  a  great  many  objects,  or  a  great  many  re- 
semblances of  a  few  objects,  before  we  can  reasonably  con- 
clude that  a  general  law  may  be  inferred. 

We  notice  other  faults  affecting  the  form  of  reasoning.  A 
passionate  person  will  often  use  words  unfairly;  an  impatient 
person  will  say, '  Don't  you  see'  something,  which  he  does 
not  see  clearly  himself;  a  weak  person  will  often  fall  back 
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(m  the  authority  of  others,  '  Mr.  So-and-So  said  it'  But 
we  suppose  that  you  are  not  passionate,  prejudiced,  or  im« 
patient,  and  that  you  im>pose  to  use  your  words  truthfully 
and  £urly. 

Do  not  use  the  same  word  in  two  meanings 
during  the  same  argument— One  of  the  chief  reasons 
for  the  clear  definitions  at  the  beginning  of  mathematical 
books,  or  of  any  books  claiming  to  be  exact,  is  the  preven- 
tion of  any  ambiguous  use  of  words.  We  notice  one  very 
common  trick  in  geometrical  exercises  :  a  slovenly  thinker 
has  proved  a  proposition  to  be  true  of  a  particular  case  (say), 
of  an  equilateral  triangle ;  he  wilfully  or  carelessly  leaves  out 
of  sight  part  of  the  word,  and  assumes  the  proposition  to  be 
true  of  all  triangles. 

As  you  grow  older,  you  will  find  how  much  ignorance  in 
religious  matters  depends  upon  the  double  meaning  of  such 
words  as  *  faith,'  *  church,'  etc  Have  a  clear  idea  of  the 
meaning  you  intend  to  use,  and  keep  to  that  meaning 
throughout  your  reasoning. 

*  Begging  the  question '  is  another  common  fault  An 
experienced  examiner  will  turn  at  once  to  dangerous  points 
in  certain  propositions  of  Euclid,  and  expect  to  find  that 
unwarranted  assumptions  have  been  made.  In  the  con- 
struction of  the  48th  proposition  of  the  first  book  of 
Euclid,  many  candidates  will  produce  a  side  of  the  original 
triangle,  and  *  beg  the  question '  that  this  side  produced  is 
at  right  angles  to  the  other  side,  assuming  in  the  course  of 
the  proof  the  very  point  diat  is  the  conclusion  of  the  whole 
argument  The  assumption  is  perfectly  true,  but  entirely 
unwarranted  by  previous  statements. 

We  have  not  space  to  point  out  to  you  all  the  varieties 
of  false  reasoning ;  we  mention  two  that  are  more  frequently 
employed  than  others,  viz.  :  'reasoning  in  a  circle'  and 
*  assuming  the  converse  of  all  propositions  to  be  true.'  The 
first  of  these  consists  in  assuming  a  principle,  following  cl 

K 


130  ON  THE  USE  OF  WORDS. 

train  of  correct  reasoning,  and  drawing  for  a  conclusibn 
the  same  statement  which  was  assumed  for  a  pi^nciple.  We 
have  an  instance  of  this  in  the  48th  proposition,  as  shown 
above  :  the  proposition  returns  to  the  very  point  that  was 
tacitly  assumed  in  the  false  construction.  We  may  often  see 
in  moral  essays  that  the  conclusion  of  the  whole  has  formed 
part  of  the  argument.  We  should  not  confound  with  false 
*  reasoning  in  a  circle/  the  method  called  *  reductio  ad 
absurdum'  in  Euclid,  by  which  it  is  shown  that  every 
assumption  but  one  must  lead  to  an  absurd  conclusion, 
and  that  the  single  assumption  which  has  not  been  made 
must  necessarily  be  true. 

Again,  the  converse  of  a  proposition  may  in  some  cases 
be  true,  as  in  the  ca^e  of  a  proposition  in  Euclid  and  its 
converse  which  are  repeatedly  placed  together.  Experience 
will  be  your  best  guide  in  deciding  whether  you  may  safely 
infer  the  truth  of  a  converse  proposition. 

We  collect  into  a  few  rules  the  principal  points  stated  in 
this  chapter. 

1.  Learn  as  thoroughly  as  you  can  the  primary  meaning 
and  each  derivative  meaning  of  the  words  you  employ. 

2.  Verify  for  yourself  by  experiment,  or  by  actual  tes- 
timony, if  you  can,  the  facts  you  state. 

3.  Do  not  apply  general  principles  to  any  set  of  facts, 
until  you  have  tested  their  application  to  other  statements, 
and  have  drawn  conclusions  which  you  know  to  be  true. 
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CHAPTER  IV. 

HOW    TO     TEACH    CHILDREN    TO    USE    THEIR 

WORDS. 

The  natural  order  traced  in  the  preceding  chapters  by  which 
children  conceive  the  full  meaning  of  words,  combine  them 
into  short  statements,  and  compare  wider  and  narrower 
statements  for  the  purpose  of  reasoning,  should  be  the 
teacher's  guide.  Younger  infants  may  be  expected  to  give 
answers  in  single  words,  expressing  either  the  members 
of  a  class  or  the  name  of  a  class  when  the  attributes  are 
given,  or  the  names  of  the  qualities  when  the  class  is 
given.  Older  infants  may  form  short  simple  statements. 
The  lower  classes  of  the  upper  school  may  attempt  con- 
tinuous but  broken  narrative  in  a  series  of  short  simple 
sentences,  and  may  deduce  a  conclusion  when  the  pre- 
mises are  given,  or  vice  versa  \  the  upper  classes  may 
attempt  connected  nairative,  and  may  be  required  to  give 
an  argument  in  full,  both  premises  and  conclusion.  Bearing 
in  mind  these  four  steps  of  the  growth  of  a  child's  reasoning 
powers,  we  proceed  to  consider  how  they  are  influenced  by 

{a)  Your  own  example  in  speaking. 

(b)  Your  writing  before  the  class. 

(r)  The  questions  you  ask. 

(d)  The  exercises  you  set  in  composition. 

The  teacher^s  stock  of  words.— All  eager  teachers 
complain,  that  most  of  the  work  done  at  school  is  undone 
at  home,  and  especially  that  children  employ  dxtC^x^ttX^vfvK.% 
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of  speaking  and  different  sets  of  words  to  their  teachers  and 
to  their  home  companions.  We  do  not  allude  to  mere  local 
provincialisms  affecting  purity  of  vowel  sounds,  or  racy  local 
words  handed  down  through  many  generations,  A  cultivated 
Yorkshireman  knows  that  there  is  nothing  vulgar  in  a  child's 
question,  *  Whar's  ta  bam  ?'  The  child  is  asking  in  the  lan- 
guage and  grammar  of  its  forefathers,  Where  are  you  bound 
for  ?  or  Where  are  you  going  ?  No  Scotchman  would  call 
the  dialect  of  Scott's  heroines  vulgar.  But  a  teacher  can  help 
largely  in  the  substitution  of  refined  and  correct  words  for 
coarse  and  unmeaning  words,  and  in  combating  that  in- 
distinct utterance  which  betokens  incorrect  thought;  he 
can  choose  his  own  words  carefully,  and  can  deliver  them 
clearly.  No  teacher  can  effect  this  without  extended  reading 
of  a  high  class  of  books  ;  as  he  reads  himself,  so  will  he  in  a 
great  measure  speak ;  and  as  he  speaks,  so  will  his  scholars 
also  speak. 

Writing  before  the  class.— ^Notes  of  lessons  well 
written  on  the  black-board  assist  the  memory  of  children 
in  retaining  both  correct  words  and  the  sequence  of  thoughts. 
A  bold  well-shaped  character  of  writing  demands  from 
the  class  corresponding  boldness  and  clearness  of  ideas. 
Good  black-board  notes  may  be  made  excellent  patterns  of 
good  language  for  a  class  ;  they  will  see  clear  distinctions 
of  synonyms,  and  will  observe  the  difference  of  meaning  of 
scientific  terms  often  confounded,  as  '  oblong'  and  *  square/ 
*  fluid '  and  *  liquid,'  *hard'  and  'rigid,'  etc. ;  they  will  gather 
a  large  stock  of  homely  words,  when  the  illustrations  are 
drawn  from  nature,  and  not  borrowed  from  text-books ; 
they  will  have  models  of  clear  statements,  made  in  short 
grammatical  sentences  ;  they  will  see  steps  of  reasoning 
leading  inevitably  to  a  clear,  well-drawn  conclusion.  Any 
teacher,  who  is  not  a  fluent  speaker,  should  avail  himself 
largely  of  the  black-board  ;  he  should  avoid  especially 
broken  or  ungrammatical  sentences,  and  should  express 
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himself  concisely,  without  superfluous  verbiage.  We  dislike 
particularly  to  hear  a  question  put  in  the  following  elliptical, 
inverted,  ungrammatical  form  :  *  From  London  to  York  is— 
how  far  ? '  It  would  have  been  quite  as  easy  to  say,  *  How 
far  is  it  from  London  to  York  ? ' 

What  constitutes  a  hard  word  ?— The  difficulty 

does  not  consist  in  the  length  of  the  word.  Infants  are 
easily  reconciled  to  the  length  of  the  names  *  hippopotamus ' 
and  'dromedary'  by  a  good  picture;  *  microphone'  and 
*  aquarium  *  have  become  household  words  to  older  children ; 
a  sailor  rejoices  in  a  long  name  for  his  ship,  Ariadne  or 
Melpomene  ;  jockeys  find  no  difficulty  in  Gladiateur  or 
Emilius.  A  vivid  picture  or  a  pleasant  association  recom- 
mends a  long  word,  as  the  hearer  of  a  sermon  is  said  to 
have  been  gratified  by  the  frequent  introduction  of  the 
blessed  word  *  Mesopotamia.'  If  a  country  child  see  a 
smith  hammer  out  a  horse's  shoe,  he  will  not  object  to  the 
word  *  malleable ' ;  a  class  that  has  seen  a  clear  picture  of  a 
steep  rocky  cape  can  appreciate  the  word  *  promontory.' 
Illustrate  the  longest  word  by  suitable  pictures  or  examples, 
if  you  wish  to  impress  it  on  the  memory  of  a  class. 

Judicious  questioning. — ^We  have  spoken  of  two 
of  the  principal  methods  by  which  a  teacher  may  present 
models  of  good  language  for  the  imitation  of  his  class.  But 
as  a  considerable  part  of  his  instruction  is  given  orally,  and 
continuous  lecturing  should  be  avoided  with  young  children, 
judicious  questioning  becomes  a  powerful  instrument  in  his 
hands.  If  the  questions  are  suited  to  the  mental  capaci- 
ties of  the  children,  he  may  reasonably  expect  correct 
answers.  Our  mental  states  in  regard  to  any  subject  of 
knowledge  have  been  divided  into  the  three  following  :  com- 
plete ignorance,  which  discerns  no  difficulties;  imperfect 
knowledge,  which  finds  them  out  and  struggles  with  them  ; 
perfect  knowledge,  which  overcomes  iVvenu     TVv^"&^  ^^^^ 
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states  of  knowledge  correspond  to  the  three  stages  of  reason- 
ing both  in  infants  and  older  children  :  you  will  be  com- 
pelled to  supply  the  correct  vocabulary  in  the  first  stage,  to 
elicit  short  statements  in  the  second,  and  to  watch  the  de- 
velopements  of  complete  reasoning  in  the  third.  We  observe 
all  three  stages  combined  in  lessons  on  subjects  unfamiliar 
to  older  children.  If  you  were  to  give  them  a  lesson  on  the 
common  pump,  complete  ignorance  would  take  as  much 
interest  in  the  casing  as  in  the  machine ;  the  casing  must  be 
removed,  and  the  essential  parts  exhibited,  with  their  correct 
names.  The  class  will  then  feel  the  painful  void  of  ignorance, 
and  will  gladly  accept  your  help  in  making  statements  as  to 
experiments  that  you  have  exhibited  in  order  to  show  that  the 
water  is  compelled  to  rise  by  the  external  pressure  of  the  air, 
and  in  deducing  the  general  principles  of  the  elasticity 
and  pressure  of  the  air.  When  they  have  mastered  these 
general  principles,  you  may  require  them  to  give  full  steps  of 
reasoning  to  test  their  truth  by  the  following  questions: 
Why  will  not  a  pump  work  at  times  till  water  is  poured 
into  the  barrel  ?  why  does  not  mercury  rise  as  high  as  water 
under  pressure  of  the  air  ?  etc. 

Questions   that  require  the  correct    use   of 

terms. — You  will  perhaps  have  heard  something  of  the 
great  cross-examiner,  Socrates,  who  spent  his  life  in  showing 
that  much  of  the  apparent  knowledge  of  the  teachers  of  his 
own  day  was  only  wordy  ignorance.  He  found  them  em- 
ploying words  that  they  had  never  thoroughly  grasped,  and 
set  about  questioning  every  one  that  would  listen  and  answer, 
declaring  that  his  chief  object  was  to  make  his  hearers  feel 
their  own  ignorance  of  the  terms  they  employed.  Though 
we  are  not  concerned  with  the  exposure  of  wordy  ignorance, 
but  with  a  class  of  eager  children,  the  method  of  requiring 
dear  and  correct  names  before  we  demand  full  statements 
should  be  always  piursued. 
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Questions  that  can  be  answered  by  a  single 

name. — ^We  say  advisedly  a  name  or  a  mark  of  some  idea 
in  the  children's  mind,  not  a  bare  ^  yes '  or  *  no.'  You  may 
deal  with  facts  which  you  make  known  to  the  class  in 
two  ways,  either  by  broken  questions  or  by  elliptical  state- 
ments. If  you  are  giving  a  lesson  on  a  tiger,  and  have 
shown  by  comparison  of  the  cat  and  tiger  that  a  tiger  is  an 
animal  of  the  cat  kind,  you  may  have  the  statement  repeated 
by  the  class  to  prove  to  your  satisfaction  that  they  have 
a  distinct  conception.  You  may  then  employ  a  broken 
catechism :  To  what  kind  of  animals  does  the  tiger  belong  ? 
What  animal  of  the  cat  kind  have  I  named  ?  Avoid  the  am- 
biguous and  vague  question,  What  animal  is  an  animal  of 
the  cat  kind  ? 

Or  you  may  employ  elliptical  statements  in  a  questioning 
tone,  supplying  the  whole  with  the  exception  of  one  signifi- 
cant name.     *  Horses,  sheep,  and  deer  have  four  feet  and 

are  called ?'    *  The  tiger  is  an  animal  of  the ? ' 

Simultaneous  elliptical  answering  will  often  encourage  timid 
and  backward  children;  but  take  care  that  the  word  omitted 
be  essential  to  the  meaning  of  the  statement,  and  require 
always  a  whole  word.  The  object  of  elliptical  questioning 
is  quite  defeated  by  any  question  that  does  not  require  the 
presence  of  an  independent  clear  idea  in  a  child's  mind ; 
such  a  statement  put  interrogatively  as  *Iron  is  a  min — ?' 
appeals  only  to  the  ear,  and  can  be  answered  without  intelli- 
gent effort. 

Questions  that  require  a  complete  statement— 

When  a  child  has  acquired  the  materials  for  forming  a  com- 
plete sentence,  elliptical  or  broken  questions  serve  no  purpose 
except  to  stimulate  a  timid  or  a  flagging  class.  The  simplest 
form  of  higher  questions  would  be  to  require  the  statement 
of  some  fact  which  the  class  had  witnessed,  or,  if  you  have 
been  comparing  several  facts,  of  the  general  principle  to  be 
deduced.    In  your  lesson  on  the  pump  'you'woxJX^Va.N^^ 
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model,  and  would  require  the  class  to  state  what  they  saw 
taking  place  when  the  handle  was  raised.  In  a  lesson  on 
simple  proportion  you  might  place  several  sets  of  equal 
ratios  on  the  black-board,  and  after  multiplying  the  ex- 
tremes and  means  of  each  proportion  might  fairly  expect 
the  class  to  make  the  following  statement  for  themselves  : 

*  In  any  simple  proportion  the  product  of  the  extremes  is 
equal  to  the  product  of  the  means.*  Such  statements  made 
by  a  class  are  especially  valuable,  both  for  the  intelligent 
effort  required  and  the  correct  knowledge  of  terms. 

In  this  stage  of  questioning  it  is  necessary  that  you 
should  have  the  full  reasoning  in  your  own  mind ;  that  one 
part  should  be  fully  stated,  and  the  class  required  to  name 
the  other.      You   give    the   'because'  and  ask    for    the 

*  therefore,'  or  vice  versa.  In  a  lesson  on  gravitation,  you 
might  ask,  *  Why  does  a  stone  fall  to  the  ground  ?  *  You  have 
stated  the  effect  and  require  the  cause,  or  you  might  give  the 
cause  by  stating  the  general  law  of  gravitation,  and  require 
the  effect  produced  upon  a  cricket-ball  and  a  cannon-ball 
let  fall  from  the  top  of  a  tower.  It  will  no  doubt  often 
happen,  that  the  children  answer  absurdly,  or  are  puzzled  by 
the  question  :  do  not  call  them  stupid,  but  try  back  and 
ascertain  their  knowledge  of  the  terms,  and  especially 
whether  your  question  was  not  faulty  in  some  of  the  ways 
we  shall  presently  suggest. 

Questions  requiring  the  whole  of  the  reason- 
ing— both  the  *  because'  and  the  'therefore'  to  be  fully 
stated.  If  gravitation  be  the  subject,  a  class  might  be 
expected  to  answer  fully  the  question,  *  State  the  effect  of 
gravitation  upon  a  cannon-ball  falling  from  the  top  of  a 
tower,'  that  is,  to  give  both  the  general  principle  of  gravita- 
tion and  the  effect  upon  the  cannon-ball. 

These  three  stages  of  questioning  follow  the  natural  process 

of  the  growth  of  a  child's  thought    Even  in  the  highest  classes 

l^of  a  school,  elliptical  ^nd  simultaneous  answering  may  be  occn- 
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sionally  beneficial.  Such  exceptional  circumstances  as  a  less 
interesting  lesson  in  the  presence  of  one  or  two  backward 
children  may  justify  their  use  ;  but  individual  questioning, 
graduated  to  the  developed  capacity  of  a  child,  furnishes  the 
teacher  with  an  admirable  instrument  both  for  promoting  the 
intelligence  and  improving  the  language  of  the  scholar. 

Other  forms  of  questioning. — Recapitulatory  exercises  at 
the  close  of  a  lesson  are  very  desirable  for  the  purpose  of 
drawing  the  parts  of  a  lesson  closer  into  a  compact  whole, 
for  impressing  the  correct  terms  on  the  memory,  and  for 
testing  the  additional  acquirement  of  knowledge  expressed 
in  fluent  language  ;  but  the  teacher  should  be  careful  not  to 
give  additional  facts,  and  to  confine  himself  strictly  within 
the  limits  of  the  lesson.  We  have  said  nothing  of  mere 
memoriter  questioning,  or  calling  for  a  repetition  of  the 
names  of  rivers,  dates,  classes  of  adverbs,  tables,  which  have 
been  learned  in  home  lessons;  all  the  command  of  lan- 
guage, that  they  furnish,  is  limited  to  the  knowledge  of  the 
terms  employed,  and  for  these  reasons  it  is  desirable  that  the 
instrumental  terms  should  be  committed  to  memory  at  an 
early  stage  of  school  life,  before  they  struggle  for  existence 
with  a  higher  language  connected  with  happier  efforts  of 
thought. 

Faulty  questions. — Questions  that  produce  loose 
answers,  and  do  not  require  any  clear  discrimination  of  words, 
should  be  avoided.  If  a  question  can  be  answered  by  a  bare 
*  yes '  or  *  no,'  there  may  be  apparently  a  selection  of  ideas,  but 
probably  a  guessing  habit  will  be  formed  which  is  destructive 
of  clear  and  concise  language.  If  you  ask  questions  of  this 
kind,  always  require  full  reasons  to  be  given  afterwards. 

Questions  that  require  a  mere  echo  of  some  statement 
just  made  by  the  teacher,  are  likewise  destructive  of  clear  per- 
ception of  the  meaning  of  the  words  employed.  The  same 
evil  attends  all  tasks  committed  to  memory,  if  not  intelU- 
gently  prepared ;  a  slovenly  preparation  fox  a  \^^^>lVC\wv, 
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lesson  of  poetry  familiarises  the  mind  with  a  careless  habit 
of  using  words  that  are  partly  or  altogether  misunder- 
stood. 

Leading  questions,  or  questions  that  suggest  their  own 
answers,  require  no  efifort  of  discrimination,  and  the  scholar 
gives  without  reflection  the  suggested  answer  in  words  that 
will  please  his  teacher. 

Vague,  or  ambiguous,  or  indefinite,  or  unfair  questions 
suggest  equally  slovenly  answers.  If  a  teacher  were  to  ask 
what  took  place  before  the  flight  of  James  the  Second,  he 
might  be  answered  by  the  account  of  any  of  James's  uncon- 
stitutional proceedings.  It  would  be  unfair  to  turn  round 
and  ask  a  class  to  spell  Kamschatka,  unless  they  had  seen 
it  spelled  before. 

You  should  put  questions  that  require  a  selection  by  the 
mind  of  a  child  (i)  of  clear  ideas,  (2)  of  clear  and  concise 
language,  and  you  should  see  that  the  answers  are  expressed 
(if  the  age  of  the  child  permits)  in  a  full  grammatical  sen- 
tence. But  you  must  be  patient  with  answers  that  are 
imperfect  both  in  form  and  in  the  idea.  If  they  are  imper- 
fect in  form  or  incorrect  grammatically,  the  other  members 
of  the  class  will  correct  them ;  if  the  ideas  are  nearly  cor- 
rect, disentangle  the  truth  from  the  error ;  but  do  not  be 
led  into  digressions  by  discussion  of  answers  that  are  in 
great  measure  incorrect.  Do  not  require  an  answer  in  any 
particular  formula  of  words ;  homely  words  familiar  to  the 
children  will  represent  their  ideas  most  forcibly. 

Composition    considered    as    an   exercise   in 

languag'e. — No  child  should  attempt  original  composition 
unless  he  has  acquired  a  sufficient  stock  of  words  suitable 
to  the  subject,  and  unless  the  subject  itself  is  fairly  suitable 
to  his  age.  Essays  on  abstract  subjects  are  altogether  un- 
approachable by  ordinary  scholars,  though  they  may,  with 
little  difficulty,  write  a  good  letter  or  reproduce  in  their 
own  words  the  substance  of  a  tale  of  adventure,  or  of  a 
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short  story.  Paraphrasing  or  reproducing  a  passage  of 
poetry  in  their  own  language  is  impossible,  if  the  passage 
is  involved  and  difficult ;  if  the  passage  is  easy  and  simple, 
the  poet  will  have  chosen  the  best  words  in  the  shortest 
form,  and  his  language  could  only  be  changed  for  the  worse. 
We  do  not  advise  the  writing  out  of  oral  lessons  from  the 
abstract  given  on  the  black-board,  unless  the  subject  of  the 
lesson  has  been  some  common  topic,  such  as  dew,  rain,  or 
some  process  of  manufacture ;  technical  lessons  in  grammar 
and  geography  should  not  be  reproduced. 

The  best  preparation  for  composition  is  a  careful  selec- 
tion of  the  pieces  set  for  transcription.  Short  clear  sentences, 
containing  only  a  few  words,  are  most  readily  apprehended 
as  a  whole.  The  teacher  may  next  require  similar  sentences 
on  a  familiar  subject,  discouraging  all  connective  words, 
such  as  *  and  so,'  *  but  then.'  In  letter  writing  the  scholar 
should  be  directed  to  proceed  at  once  to  the  topics  he 
selects,  avoiding  all  commonplaces  ;  he  should  be  crippled 
by  no  forms  except  the  ordinary  forms  of  beginning  and 
ending.  Such  exercises  are  infinitely  more  useful  than  dic- 
tation exercises ;  they  exhibit  more  plainly  the  ordinary 
mistakes  in  spelling  and  composition,  and  demand  an 
effort  to  express  the  subject  in  correct  words  and  with  clear 
arrangement. 
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CHAPTER  V. 

SOME    HINTS   ON    ENGLISH    WORDS. 

Every  language  has  as  distinct  a  history  as  a  man,  a  state, 
or  a  nation. 

There  are  two  ways  of  tracing  the  history  of  our  Eng- 
lish language —  i.  By  comparing  its  words  with  those  of 
the  other  languages  with  which  it  is  said  to  be  connected, 
and  noting  the  brotherhood  which  exists  between  them  (and 
it  is  interesting  to  discover  with  how  many  chief  groups  this 
can  be  proved  to  be  the  case) ;  2.  By  tracing  the  language 
by  means  of  its  literature^  or  the  works  written  in  it  at 
different  periods. 

E.g. — I.  haus^  Germ.;  house^  English. 

We  have  in  our  literature  a  very  large  number  of  printed 
works,  besides  those  written  in  manuscript,  dating  as  far  back 
as  the  time  of  Alfred  the  Great.  Floating  through  this  stream 
of  history,  we  can  trace  words  which  have,  as  it  were,  been 
rounded  by  friction  in  the  long  journey  they  have  made,  or 
have  assimilated  fragments  of  the  debris  through  which  they 
have  passed — words  which  have  been  stripped  of  their  in- 
flections, or  have  assumed  a  complicated  and  foreign  shape. 

But  as  this  stream  of  word-history  floated  on,  it  brought 
with  it  waifs  from  the  bank  of  every  country  through  which 
it  passed.  For  example,  the  English  language,  as  we  now 
speak  and  write  it,  considered  as  a  word-stream  (and  this 
expression  is  used  only  as  a  practical  help  in  the  way  of  a 
picturing  out  of  the  subject),  has  brought  down  with  it  to  our 
own  time — 
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Celtic  words,  of  which  the  various  known  forms  seem  now 
to  be  confined  to  Gaelic,  whose  head  seat  is  in  Ireland ;  and 
the  Cymric,  whose  head  seat  is  in  Wales.  Subordinate 
varieties  of  the  Irish  are  to  be  found  in  the  Gaelic  of  the 
North  of  Scotland  (often  called  Erse  or  Ersh-Irish),  and  the 
Manx,  or  Isle  of  Man  tongue.  Other  Cymric  dialects  are 
the  Cornish  (now  extinct  as  a  spoken  language),  and  the 
Armorican^  or  that  still  spoken  in  some  parts  of  Bretagne. 

Scandinavian  words,  from  the  time  when  the  Danes  in- 
vaded the  island. 

And,  thirdly,  Roman  words,  filtered,  for  us,  through 
Norman-French,  which  came  into  use  after  1066,  tJiat  is, 
when  the  full  channel  of  the  Anglo-Saxon  stream  was  in- 
vaded by  the  Norman-French  supply,  itself  the  outcome 
of  the  tributary  from  the  Roman  source. 

These  historical  facts  have  given  rise  to  the  well-known 
assertion  that  'English  is  a  composite  language,*  and  we 
shall  see  in  the  next  paragraph  how  far  this  is  the  case. 
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The  English  language,  as  we  speak  and  write  it,  is  com 
posed  of  contributions  from  the  Celtic,  Latin,  Saxon,  Danish, 
Norman.  Besides  these,  a  large  number  of  words  have 
slipped  in,  with  the  requirements  of  new  associations,  in- 
ventions, and  events,  from  the  {a)  Hebrew,  {b)  Italian, 
(c)  Spanish,  (//)  American,  and  {e)  Arabic. 

Of  these  latter  a  few  examples  may  be  given  here  : — 
{a)  Belonging,  as  might  be  supposed,  entirely  to  reli- 
gious matters;  e.g,  *Amen,*  'cherub,'  *ephod,'  *  hallelujah,' 

*  hosanna,'  *  jubilee,'  *  seraph,'  *  sabbath,'  *  manna.' 

{b)  *  Balcony,'  *  bust,'  *  caricature,'  *  cupola,'  *  ditto '  (that 
which  has  been  said ;  Lat.  dictum),  '  gazette,'  *  opera,' '  re- 
gatta,' *  umbrella,' '  volcano,'  etc. 

(c)   *  Armada,'    *  barricade,'    *  cargo,'    '  cigar,'    '  Creole,' 

*  grandee,' '  mosquito,'  *  mulatto,* '  negro,'  etc. 
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{d)  Amongst  w(»:ds  of  the  New  World  are : — *  Choco- 
late/ *  cocoa,'  *  condor,*  *  squaw,'  *  potato,'  *  tobacco,'  *  wig- 
wam.' To  these  may  be  added  a  number  of  more  or  less 
slang  or  vulgarised  words  introduced  by  the  dialect  which 
is  called  Yankee. 

(e)  The  Arabic  contributes  a  greater  proportion  of  words 
to  our  language,  and  they  are,  as  might  be  expected,  of 
a  scientific  character,  for  the  Arabs  were  the  chemists, 
astronomers,  and  arithmeticians  t)f  the  Middle  Ages.  £,g. : 
*  Algebra,'  *  almanac,'  'cypher,'  'zenith,'  'zero,'  'alcohol,' 
'alkali,'  'elixir.'  The  Arabs  were  also  the  early  merchants  who 
traded  with  Western  Europe ;  hence  they  gave  us  '  Amber,' 
'  artichoke,' '  coffee,' '  cotton,' '  lemon,' '  mattress,' '  sherbet,' 
sofa,'  '  sugar,'  '  syrup;'  and  others  which  tell  of  a  less 
peaceful  state  of  things,  such  as  'Assassin,'  'barbarian,' 
'  emir,'  '  magazine,'  '  mameluke,'  '  sirocco,'  etc.  Besides 
these  we  have  a  few  Persian,  Turkish,  and  Hindostanee 
words : — 'Caravan,'  'orange,'  ^turban,'  'tulip,' '  sash,'  'calico,' 
'  chintz,' '  punch,' '  toddy.' 

But,  as  we  shall  see  hereafter,  the  stream  of  words  left 
on  the  bank  of  society  those  which  the  condition  and 
wants  of  the  time  required.  Language  has  been  expanded 
and  contracted  in  precise  proportion  to  the  circumstances 
and  needs  of  those  who  want  it.  Hence,  as  our  material 
condition  varies,  as  our  ways  of  life,  our  institutions,  private 
and  public,  become  other  than  they  have  been,  all  is  neces- 
sarily reflected  in  our  language. 

'  In  these  days  of  railroads,  steamboats,  and  telegraphs, 
of  sun-pictures,  chemistry,  and  geology,  of  improved  wear- 
ing apparel,  furniture,  styles  of  building,  articles  of  food  and 
luxury  of  every  description,  how  many  words  and  phrases 
are  in  everyone's  mouth  which  would  be  utterly  imintelligible 
to  the  most  learned  man  of  a  century  ago,  were  he  to  rise 
from  his  grave,  and  walk  our  streets  ! ' 

But  the  most  important  result  of  the  analysis  of  our  lan- 
guage is  the  apparent  fact  of  the  large  proportion  of  Anglo** 
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Saxon  wonb  in  it;  2nd  the  significazit  place  which  they  hold 
in  die  phcDODKiia  of  indnstrial  life.  Archbishop  Trench 
conducts  the  analysis  in  the  following  simple  manner:  'Sup- 
pose the  Fngtish  language  to  be  divided  into  a  hundred 
different  ports :  of  these,  to  make  a  rough  distribution,  smy 
would  be  Saxon ;  thirty  would  be  Latin  (including  of  course 
the  Latin  which  has  come  to  us  through  the  French) ;  live 
would  be  GreeL  We  should  thus  have  assismed  ninetv-tive 
parts,  leaving  the  other  five,  perhaps  too  large  a  residue,  to  be 
divided  among  all  the  other  languages  from  which  we  have 
adopted  isolated  words.'  In  illustration  of  this  assertion  he 
adduces  the  instances  of  the  Lord's  Praver,  and  the  first 
three  verses  of  the  23rd  Psalm.  The  former  consists  of 
sixty  wardsj  six  of  which  alone  are  of  other  than  Saxon 
origiD.  The  latter  contains  fort)'-five  words,  three  of  which 
only  are  not  Anglo-Saxon. 

The  same  result  may  be  seen  upon  the  examination  of 
Exodus  xii.;  Ruth  i.  16-18;  'Robinson  Crusoe/  ^John 
Gilpin,'  Hamlefs  address  to  the  players,  and  other  pieces 
written  in  pure  Saxon  English. 

We  must  bear  in  mind,  however,  that  this  great  propor- 
tion of  the  Saxon  element  in  our  bnguage  is  not  made  up  so 
much  of  Saxon  words  as  of  Saxon  inflections  or  clianges  in 
the  forms  of  words.  English  grammar  is  almost  entirely 
Anglo-Saxon.  Thus  the  possessive  case,  the  general  modes 
of  forming  the  plural  of  nouns,  and  the  terminations  er^ 
esty  by  which  we  express  the  comparative  and  superlative  of 
adjectives;  the  inflections  of  the  pronouns,  of  the  tenses, 
persons,  and  participles  of  verbs,  and  the  most  frequent  ter- 
mination of  our  adverbs  {ly\  are  all  Anglo-Saxon.^ 


*  To  demonstrate  the  fact  that  the  Anglo-Saxon  part  of  our  lan- 
guage is  that  which  commends  itself  most  strongly  and  most  naturally 
to  the  minds  <^  the  jroung,  we  have  only  to  read  aloud  to  any  fairly 
advanced  bojs  (say  5th  or  6th  Standard)  in  an  elementary  school 
sndi  pasngies  as  the  following,  and  see  how  astonishment  changes  into 
almost  merriment  during  the  reading  of  the  first;  Nvbile  vcisXveiX  w^\x<t^ 


i 


144  ON  THE  USE  OF  WORDS. 

Misused  Words. — We  may  suggest  a  few  of  the 
most  obvious  of  these  misused  words,  principally  as  ex- 
amples : — 

Zie  and  /ay. — These  words  are  very  often  misused,  even 
by  educated  persons.  The  rule  to  remember,  in  order  to  em- 
ploy them  correctly,  is  that  /ay  involves  transitive  action, 
and  /te  involves  rest.  The  fault  of  misusing  the  latter  for  the 
former  is  less  frequent  than  that  of  using  the  former  for  the 
latter.  Thus,  many  persons  will  say,  *  I  was  /aying  down 
for  a  nap/  but  very  few  will  say,  *  I  was  /ying  down  my 
slate  upon  the  desk,'  or  *  He  was  /ying  down  the  law.'  Our 
*  mother  tongue,'  from  our  earliest  experience,  might  have 
prevented  the  confusion  of  these  two  verbs,  for  almost  every 
one  of  us  heard  them  rightly  used  while  we  /ay  on  our 

ciation  of  the  second  passage  warms  them  into  increasing  and  genial 
interest. 

(i)  *  If  under  changing  conditions  of  life  organic  beings  present  in- 
dividual differences  in  all  parts  of  their  structure,  and  this  cannot  be 
disputed ;  if  there  be,  owing  to  the  high  geometrical  ratio  of  increase 
of  each  species,  a  severe  struggle  for  life  at  some  age,  season,  or  year, 
and  this  certainly  cannot  be  disputed :  then,  considering  the  infinite 
complexity  of  the  relation  of  all  organic  beings  to  each  other  and  to 
their  conditions  of  life,  causing  an  infinite  diversity  in  structure,  consti- 
tution, and  habits  to  be  disadvantageous  to  them,  it  would  be  a  most 
extraordinary  fact  if  no  variations  ever  occurred  useful  to  each  being's 
own  welfare.* — Darwit^s  *  Origin  of  Species.^ 

(2)  *  This  morning  he  had  been  told  by  some  of  his  neighbours 
that  it  was  New  Year's  Eve,  and  that  he  must  sit  up  and  hear  the  old 
year  rung  out  and  the  new  year  rung  in,  because  it  was  good  luck,  and 
might  bring  his  money  back  again.  This  was  only  a  friendly  way  of 
jesting  with  the  half-crazy  oddities  of  a  miser;  but  it  had  perhaps 
helped  to  throw  Silas  into  a  more  than  usually  excited  state.  Since  the 
on-coming  of  twilight  he  had  opened  his  door  again  and  again,  though 
only  to  shut  it  immediately  at  seeing  all  distance  veiled  by  the  falling 
snow. ' — Silas  Mamer, 

It  is  true  that  the  first  passage  is  selected  from  a  volume  which, 
treating  a  scientific  subject,  must  do  so  in  technical  language ;  while 
the  second  is  simply  a  narrative,  and  can  find  scope  for  words  of  the 
simplest  and  most  Saxon  kind.  But  the  result  shows  the  vitality  of  the 
Saxon  element  in  our  everyday  speech — that  the  crust  which  binds  the 
dough  together  is  Saxon — the  outcome  of  the  same  determination  which 
served  to  turn  Roman  influence,  and  with  it  Roman  speech,  back  to  its 
own  soil. 
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mother's  knee,  and  until  we  outgrew  the  sweet  privilege  of 
lying  in  the  twilight,  when  bed-time  had  come,  and  hearing 
her  voice  lulling  us  to  sleep — 

Hush,  my  babe,  lie  still  and  slumber, 
Now  I  lay  me  down  to  sleep. 

One  reason  for  this  confusion  may  have  arisen  from  the  fact 
that  the  preterite  of //>  is  lay^  e,g, — 

In  the  slumbers  of  midnight  the  sailor  boy  layi 

and  that  this  expression  of  the  most  perfect  rest  is  identical 
in  soimd  with  the  expression  of  the  most  violent  action,  e,g,, 
Shakespeare's  '  Macbeth ' — 

.     .     Lay  on,  Macduff; 
And  damned  be  he  who  first  cries,  *  Hold  I  enough.* 

If  we  keep  in  mind  the  distinction  that  iay  expresses 
transitive  action,  and  lie  rest,  confusion  will  be  for  the  most 
part  prevented. 

Rg— 

I  lay  myself  upon  the  bed  (action). 

I  lie  upon  the  bed  (rest). 

I  laid  myself  upon  the  bed  (action). 

I  lay  upon  the  bed  (rest). 

I  have  laid  myself  upon  the  bed  (action). 

I  lay  upon  the  bed  (rest). 

A  hen  lays  an  tgg  (action). 

A  ship  lies  at  the  wharf  (rest). 

The  murdered  Lincoln  lay  in  state  (rest). 

The  people  laidxh^  crime  upon  the  rebels  (action). 
To  fully  understand  how  many  different  significations 
this  word  can  bear,  we  may  adduce  its  different  meanings  in 
Shakespeare  alone,  and  give  an  example  illustrative  of  each: — 
(a)  =  to  place  along,  to  make  to  lie. 

.     .     .     /amT  by  his  side  his  brand. — Sonnets, 
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Reflexive  =  to  lie  down. 

I  lay  me  down  to  breathe. — Henry  VL 

(b)  =  to  beat  down,  to  turn  upside  down,  to  prostrate. 

t    •    •    lay  this  Anglers  even  with  the  ground. — JCtng  ydhn,        ' 
{c)  =  to  cause  to  sink,  to  prevent  from  rising. 

Where  are  my  tears?    Rain,  to  lay  this  wind. — Troiltis  and  Cressida, 

(d)  =  to  spread,  or  set  in  order. 

Have  you  laid  {air  the  bed? — 2  Henry  VI.  iii.  2.  ii. 

{e)  =  to  put  in  confinement. 

They  have  laid  vat  here  in  hideous  darkness. — Twelfth  Night, 

(/)  ==to  place,  to  put  in  general. 

Roses  that  on  lawn  we  lay, — Lturece, 
He  laid  his  wreathed  arms  athwart  his  bosom. — Louis  Labour^ s  Lost, 

yLike^  as, — The  similarity  and  yet  difference  of  these  two 
Ijttle  words  often  give  rise  to  obscurity  in  the  writings  of 
even  the  most  thoroughly  educated.  A  sentence  in  a  Lon- 
don newspaper  remonstrating  against  gas-stokers  being  com- 
pelled to  work  twelve  hours  a  day  before  red-hot  stoves,  runs 
thus :  *  The  directors  could  fill  their  places  in  three  hours 
from  the  docks  alone ;  but  that  does  not  give  them  a  right 
to  use  up  Englishmen  like  Cuban  planters.'  Of  course  the 
writer  meant  to  say  that  the  directors  had  no  right  to  use  up 
Englishmen  as  Cuban  planters  use  up  negroes.  The  obscu- 
rity of  his  expression  arose  from  the  misunderstanding  of 
the  distinction  between  //>^^and  as.  So  in  ordinary  language 
it  is  common  to  hear  such  expressions  as  *  He  don't  like  to 
do  it  as  you  do.'  Like  and  as  both  express  similarity,  but 
the  former  compares  things,  the  latter  action  or  existence. 
'  John  is  like  James,'  and  '  John  is  such  a  man  as  James  is,' 
are  correct  expressions.  We  may  say  A.'s  speech  is  iike  B.'s; 
or  A.  speaks  c^  B.  does ;  but  it  would  be  incorrect  to  say 
^     that  A.'s  speech  is  as  B.'s  is ;  or,  A.  speaks  like  B.  does 
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One  good  rule  on  this  question  is,  that  when  as  is  correctly 
used^  a  verb  is  expressed  or  understood— e,g.^  *  One  man  is  as 
good  as  another,'  />.,  as  another  is.  With  like  a  verb  is  un- 
necessary— e.g,^  *  He  does  his  work  like  a  man/  not  *  like  a 
man  does.' 

The  above  examples  may  show  how  words  generally  sup- 
posed to  be  synonymous,  />.,  having  the  same  meaning,  and 
conveying  the  same  idea,  may  in  reality  alter  the  true  and 
close  sense  of  a  passage,  and  affect  the  clearness  and  terse- 
ness of  style. 

Roots  of  words. — I^oots  /  What  a  significant  word  is 
this  !  First,  the  root,  then  the  stalk,  then  the  blade,  then  the 
green  ear  in  the  blade.  So  it  is  with  words.  We  have  seen  that 
we  cannot  invent  words,  but  we  can  trace  them  to  their  ear- 
liest beginnings — *  to  something  seen  or  felt  or  heard,  some 
impression  upon  one  of  our  senses'  (p.  102).  Words  grow  from 
their  roots  as  the  tillage  and  sunshine  and  dew  of  advancing 
intelligence  and  civilisation  force  them  up.  You  would  find 
few  subjects  of  instruction  which  you  are  called  upon  to 
give  your  class  more  amusingly  interesting  to  them,  if  given 
intelUgently  and  freshly,  and  firom  your  own  knowledge, 
with  no  book  in  your  hand,  than  the  derivation  of  common 
every-day  words. 

Try  a  few  of  the  following,  and  see  if  we  are  not  right 
You  know  probably  the  derivation  of  the  names  of  the  days 
of  the  week.  We  will  give  you  for  illustration  the  names 
of  some  other  times  and  seasons.  The  Saxons  called  what 
corresponds  to  our  month  of  March  Lent-monat,  or  length* 
month,  because  the  days  begin  to  lengthen  about  that  time 
of  the  year,  and  hence  our  Lent  generally  falls  about  that 
time.^  Again,  as  our  Saxon  fathers  counted  time  not  by 
days  but  by  nights,  we  get  the  somewhat  unfamiliar  word 
sin-night  or  a  week,  and  fortnight  or  fourteen-nights.     So 

'  Our  word  Marth  is  of  Norman  origin,  torrowed  from  Mars^  thft 
god  of  war. 

L  2 
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the  names  of  the  common  trades  or  *  handicrafts.*  Smith  is 
one  that  smiteth  on  the  anvil ;  the  tailor^  a  name  left  on 
the  bank  by  the  French  stream,  was  called  a  synder^  a  cutter 
(from  a  Saxon  verb  asyndrian,  to  separate).  Grocer  grew 
up  from  the  fact  of  his  selling  tea,  sugar,  etc,  by  the 
gross ;  huckster^  one  who  sold  small  wares,  and  carried  them 
on  his  back ;  miiliner^  so  called  because  the  Milanese  were 
the  first  milliners,  deriving  their  name  from  the  sale  of  a 
particular  dress,  first  worn  at  Milan  in  Italy.  So,  mantua- 
makers^  who  in  like  manner  introduced  a  new  dress  in  Man- 
tua; cordwainers,  who  made  shoes,  etc.,  out  of  Cordova 
leather ;  ostlers^  written  at  first '  hostelers,'  originally  the  hosts 
in  inns  who  entertained  the  guests,  but  now  degenerated 
into  the  guardians  of  the  horses  of  travellers  instead  of  their 
riders.  The  butler  was  at  first  merely  the  man  who  bottled 
the  wine,  and  so  on. 

If  you  adopt  this  system  of  digging  up  the  roots  of  words 
on  purpose  to  give  your  scholars  a  new  and  fresher  view  of 
the  forms  of  speech  and  terms  which  their  mother- tongue 
has  provided,  you  will  find  an  ever-increasing  subject  of 
interest  to  yourself,  and  one  which  will  relieve  your 
deeper  subjects  of  teaching,  and  give  general  enjoyment  to 
your  class.  Every  reading  lesson  will  be  rendered  more 
valuable  and  far  more  interesting  by  an  explanation  of  words 
such  as  I  have  tried  to  give  examples  of,  and  which  shall 
not  be  mere  dictionary  equivalents.  I  subjoin  a  list  of 
words  which  would  probably  occur  in  your  reading  books, 
and  the  meaning  of  which  you  could  for  yourselves  find  out, 
or  think  out ;  and  this  latter  process  takes  less  time  than 
you  might  think,  if  you  give  your  mind  and  imagination  free 
play,  and  accustom  yourselves  to  exercise  independent 
thought,  and  not  to  trust  to  books  for  everything. 

I.  From  Saxon  roots:— 

Acre,  from  acer,  a  piece  of  unploughed  land,  without 
any  reference  to  extent  or  measurement. 
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Addled  egg,  from  aidian,  to  be  useless,  bad.  Hence  we 
have  idle  and  ///. 

Ale^  from  celarij  to  burn,  to  inflame. 

Brot/if  i.e.  briwcthy  from  hriwatiy  to  cook. 

Bit  (of  a  bridle),  from  haian^  to  restrain,  or,  as  some 
say,  from  the  verb  to  bite. 

Bough  of  a  tree,  that  which  is  bendable,  from  bygan^  to 
bend ;  and  from  this  we  have  a  suggestive  instance  of 
a  word  used  in  many  different  senses — bow^  viz.  the 
bowing  of  the  head  in  reverence ;  the  weapon  of  war 
that  did  *  yeoman's  service '  in  the  early  times  of  Eng- 
lish history ;  the  bow  of  a  fiddle  ;  the  bow  on  a 
lady's  head  or  bosom  ;  the  front  of  a  saddle,  and  of 
a  ship,  a  rainbow  ;  and,  last  of  all,  bowed  or  bended 
legs.  (Try  to  draw  out  the  ingenuity  and  good- 
humour  of  your  class  with  another  word  in  the  Eng- 
lish language  of  the  same  capacity — box.) 

Candle^  that  which  kindles, 

Dole^  that  which  is  dealt  out. 

Don  and  doff^  that  which  we  do  on  and  do  off. 

Forlorn^  the  past  participle  of  an  obsolete  verb,  forlore^ 
which  signified  to  lose  or  abandon.  Those  who 
volunteer  in  time  of  war  in  a  service  of  extreme  dan- 
ger, where  their  lives  may  probably  be  sacrificed,  are 
called  even  now  *  2i  forlorn  hope.* 

Gospel^  which  all  your  children  know  or  ought  to  know, 
means  the  *  good  news  *  from  Heaven,  from  good  and 
spelly  Saxon  for  a  story  or  tale,  as  leas-spell  meant  a 
false  tale  or  fiction  (see  Psalm  iv.  2). 

Gooseberry  J  probably  a  corruption  oi  gorse-berry^  from  the 
prickly  nature  of  the  bush  on  which  it  grows ;  and 
so  on. 

II.  Words  from  the  Latin.— These  belong  to  two 
periods.  The  words  of  the  first  period  date  from  the  con- 
version of  England  to  Christianity,  about  x.t>,  ^^^  \  ^xA^vs* 
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period  furnishes  such  traces  as  exist  chiefly  in  the  names  of 
places  and  camps  or  settlements. 

Chester^  from  castra^  meaning  a  camp. 

Lincoln^  from  colonia^  a  colony. 

Portsmouth,  ftovsxportuSy  a.  harbour. 

Pontefracty  from  pons,  a  bridge. 

These  words  have  had  no  influence  on  our  *  mother 
tongue '  itself. 

But  Latin  words  came  to  us  more  indirectly  through  the 
Norman-French  after  1066.     Norman  customs  and  Norman 
language  thenceforth  overrode  English  people  and  English 
habits.     The  Conqueror  not  only  began  immediately  to 
change  the  people's  allegiance,  but  he  tried  to  change,  so  to 
speak,  their  character,  and  the  first  step  he  took  in  this 
transformation  was  the  wise  one  of  changing  their  language, 
so  great  an  engine  did  he  or  his  counsellors  know  '  words ' 
or  speech  to  be  in  modifying  the  character,  moral  and  poli- 
tical, of  a  nation.    The  new  tongue  first  showed  itself  in  the 
law  courts ;  hence  so  many  of  our  legal  terms  are  of  Norman- 
French  origin.     Next  it  obtruded  itself  into  the  Court ;  then 
the  schools  for  the  y(5ung  took  it  up.     Boys  construed  their 
Latin  lessons,  not  into  English,  but  into  Norman-French. 
From  this  time  it  became  fashion,  or,  as  they  would  have 
said  themselves,  de  rigueur,  to  speak  the  new  tongue.   People 
of  low  origin  learned  Norman- French  to  raise  their  position, 
as  they  thought,  in  society.      This  craze,  however,  did  not 
last  long.  A  reaction  came  in  the  reign  of  Edward  the  Third, 
when  an  Act  of  Parliament  actually  decreed  that  pleadings 
in  the  law  courts  should  again  be  conducted  in  English, 
stating  as  the  reason  for  such  a  rule  that  Norman-French 
had  fallen,  to  a  wonderful  extent,  into  disuse  in  England. 
The  Latin  element,  therefore,  comes  to  us  either  directly  or 
indirectly.     That  introduced  by  the  Norman-French  comes 
indirectly,  and  has  in  very  many  instances  undergone  great 
change  in  spelling.    A  few  examples  taken  from  Dr.  Morris's 
'Historical  Outlines  of  English  Accidence'  will  illustrate 

've  have  said. 
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Latin. 

Latin,  second  modification. 

Norman-Frencl 

Balsamum 

balsam 

balm 

Captivus 

captive 

caitiff 

Factio 

faction 

fashion 

Lectio 

lection 

lesson 

Poenitentia 

penitence 

penance 

Quietus 

quiet 

coy 

Securas 

secure 

sure 

Tractus 

tract 

trait 

iSi 


Compare,  too,  *  ancestor  *  and '  antecessor' ;  '  orison  *  and 
'oration*;  *  loyal*  and  '  legal' ;  '  royal' and  *  regal,' etc. 

A  few  words  from  the  Greek  have  suffered  similar  change, 
as  *  blame'  (cf,  blaspheme),  *  phantom'  (cf,  fantasm), '  story' 
(</".  history). 

Hence  you  will  see  the  great  value  of  the  use  of  the  study 
of  roofs  in  your  lessons  on  words.  They  will  assist  you  in 
interesting  as  well  as  instructing  your  children;  and  as  a 
knowledge  of  botany  among  the  school  children  in  country  • 
districts  deepens  the  pleasure  of  their  walks  to  and  from 
school,  by  teaching  them  to  look  for  new  flowers,  and  illus- 
trates the  truth  of  that  wise  and  well-known  chapter  of  *  Eyes 
and  no  Eyes,'  so  the  opening  up  to  your  boys  or  girls  of 
the  wonders  and  pleasures  of  tracing  the  roots  in  philology — 
the  germs  whence  the  words,  in  which  they  chatter  to 
each  other,  spring — ^will  be  a  source  of  real  and  useful 
enjoyment.  And  one  advantage  which  the  latter  study  has 
over  the  former  is,  that  it  hes  open  equally  to  the  '  Town 
and  the  Country  Mouse.'  The  boy  or  girl* who  has  no 
experience  of  daisies  and  heather,  and  stream  and  forest, 
and  of  the  joyous  uncaged  song  of  the  lark  or  the  linnet,  can 
happily  find  material  for  his  or  her  study  of  roots  in  towns 
over  the  shop  doors  and  in  the  cries  of  the  streets. 

Big  words  for  small  thoughts. — This  is  a  very  useful 
phrase  to  impress  upon  your  class  the  attention  to  w^^^^ 
is  called  style.    Style  is  the  mode  of  expie^Siv^  ^ooiisfip^^^^ 
language^  yfhe^ex  oral  or  written,    A  good  st^Xft  coos 
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the  best  choice  of  words  and  their  careful  arrangement,  with 
a  view  to  the  easiest  and  fullest  understanding  by  others  of 
what  you  mean  to  express.  And  do  not  think  that  this 
belongs  to  a  higher  order  of  instruction  than  you  suppose 
yourself  called  upon  to  give.  The  chief  reason  why  the 
composition  exercises  in  the  upper  standards  of  schools, 
and  for  that  matter,  in  the  papers  of  pupil-teachers  them- 
selves, are  generally  so  unsatisfactory,  is,  first  of  all,  the  dif- 
culty  of  finding  words  at  all  to  express  what  the  writers  may 
have  a  perfect  knowledge  of ;  and,  secondly,  the  want  of  a 
proper  choice  and  arrangement  of  them  when  found.  If, 
however,  we  know  and  understand  a  subject,  we  have  seldom 
much  difficulty  in  imparting  that  knowledge  to  others,  and 
so  we  get  rid  of  the  first  obstacle.  But  the  real  difficulty  is 
to  do  this  well  We  must  try  to  clothe  our  thoughts  in  the 
simplest  language,  and  use  words  of  common  and  well- 
known  meaning.  Of  course,  I  am  speaking  of  our  expres- 
sion of  every-day  subjects.  On  scientific  matters,  as  I  have 
shown  above,  new  and  unusual  terms  must  necessarily  be 
used  ;  but  ignorance  is  often  hid  by  high-sounding  words, 
and  writers  make  up  in  pretence  what  they  lack  in  reality. 
A  foreign  song- writer  says  on  this  subject— and  you  will 
perhaps  remember  his  truthful  remarks  all  the  more  if  I 
quote  them  in  rhyme — 

Our  language,  like  our  daily  life, 

Accords  the  homely  and  sublime, 
And  jars  with  phrases  that  are  rife 

With  pedantry  of  every  clime. 
For  eloquence  it  clangs  like  arms, 

For  love  it  touches  tender  chords  ; 
But  he  to  whom  the  loorhVs  heart  warms 

Must  speak  in  wholesome^  home-bred  words* 

B^ranger,  from  whom  I  have  here  quoted,  compares 
high-sounding  phrases  to  a  big  bedizened  (look  up  this 
word)  drum-major,  and  simple  language  to  the  little  grey- 
coated  Napoleon  at  Austerlitz.  This  comparison  you  might 
use  with  great  effect  to  your  class.     I  cannot  here  enter  into 
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the  full  discussion  of  style ;  but  I  will  give  you  one  or  t\N'o 
examples  of  what  has  been  called  'Newspaper  English,' 
or  ^  penny-a-lining,'  which,  since  I  am  bound  to  explain 
*  words'  as  much  as  possible,  is  derived  from  the  price 
paid  by  the  newspapers  to  those  who  furnish  the  passages. 
These  will  show  you  what  you  ought  to  avoid  in  every-day 
writing.  In  an  article  upon  a  murder,  a  journalist  says  :  *  A 
policeman  went  to  the  residence  of  the  murderer,  and  there 
secured  the  clothes  that  he  wore  when  he  committed  the 
murderous  deed ; '  being  found  in  a  tub  of  water,  *  they 
were  so  smeared  by  blood  as  to  incarnadine  the  water 
of  the  tub  in  which  they  were  deposited.*  Perhaps  this 
might  have  been  expressed  more  simply  and  correctly, 
thus : — *  The  policeman  went  to  the  home  of  the  mur- 
derer, and  there  found  the  clothes  he  wore  when  he  did  the 
murder,  which  were  so  bloody  that  they  reddened  the  water 
into  which  they  had  been  thrown.' 

We  give  a  few  more  words  offending  against  a  good 
simple  style,  which  you  may  increase  by  observation  in  the 
course  of  your  reading  : — An  upper  school  is  now  called 
an  educational  establishment  \  a  fair  lady  is  a  female  pos- 
sessing considerable  personal  attractions -y  lodgings  are  now 
advanced  to  the  dignity  of  apartments ;  a  farmer  must  be 
styled  an  agriculturist-,  people  never  begin  or  even  commence 
anything,  but  it  must  be  inaugurated  or  initiated. 

The  increasing  danger  to  the  purity  of  our  language  by 
the  introduction  of  such  unmeaning  and  unnecessary  words 
may  be  illustrated  by  the  fact  that  many  words  which  were 
undoubted  slang  ten  years  ago,  are  now  more  or  less  allowed : 
e.g.  snob^  sham,  humbug.  The  shortening  of  words,  however, 
is  not  yet  so  recognised:  e.g.  incog,  ^  exam. 

If  the  limits  of  our  space  had  allowed,  several  other 
points  included  in  the  study  and  teaching  of  *  words  and 
their  uses  *  might  have  been  touched  upon.  Enough,  it  is 
hoped,  has  been  said  to  show  that  this  subject  may  be  made 
one  of  instruction  and  enjoyment  to  all  etv^^i^Ycv^  Vcv  vV^'c^^ 
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impeding,  but  helping  other  subjects  more  technical  and 
less  interesting.  It  would  be  desirable,  if  it  were  possible, 
to  add  a  supplementary  chapter  to  No.  IV.,  *  On  the  School- 
master's Use  of  Words,'  as  an  aid  to  him  in  the  teaching  of 
Religion,  Geography,  and  History.  This  province  of  the 
subject  should  be  borne  in  mind  by  teachers,  and  if  the 
foregoing  pages  have  been  understood  and  mastered  the  use 
of  words  referred  to  can  be  developed  and  applied  by 
their  own  intelligence. 
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ON   DISCIPLINE. 


CHAPTER  I. 

DISCIPLINE. 

Discipline  is  the  means  by  which  the  teacher  secures  the 
most  effective  conditions  for  carrying  on  the  work  of  edu- 
cation. To  a  certain  extent  it  is  a  powerful  instrument  of 
education  in  itself,  tending  as  it  does,  if  it  be  good,  to  the 
creation  of  a  healthy  tone  in  a  school,  and  to  the  formation 
of  valuable  permanent  habits ;  but  its  immediate  object  is 
to  render  education  possible^  and  in  the  highest  degree  effec- 
tive. 

It  is  sometimes  assumed  that,  if  a  teacher  possess  the 
knowledge  which  he  has  to  communicate,  his  pupils  must 
profit  by  his  instruction ;  but  if  they  do  not  attend  to  the 
instruction  given  them,  if  they  spend  the  greater  part  of  their 
time  in  idleness  or  in  busy  endeavours  to  evade  work,  if  the 
arrangements  of  the  school  be  such  that  they  cannot  see 
what  they  ought  to  see  and  hear  what  they  ought  to  hear,  if 
they  be  distracted  by  physical  discomfort  or  by  the  disorder 
which  prevails  around  them,  the  teacher's  efforts  to  instruct 
and  train  will  be  to  a  large  extent  thrown  away. 

It  is  not  enough  to  teach ;  v/e  must  see  that  our  pupils 
learn.  The  teacher  must  have  some  regard,  also,  to  his  own 
health,  and  strength,  and  comfort.     He  must  aim  ^t  ^.tkksw- 
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imum  of  result  with  a  minimum  of  effort.  His  work  must 
be  effective  work,  and  this  effectiveness  must  be  secured 
without  any  needless  waste  of  his  energy  and  without  any 
needless  trial  to  his  temper. 

Discipline  is  good  in  proportion  as  it  is  effective  in 
securing  good  order,  attention,  diligence,  prompt  and  cheer- 
ful obedience,  a  healthy  tone  and  good  habits,  and  this  by 
means  that  are  characterized  by  regularity  and  uniformity, 
by  conformity  to  natural  laws,  by  unobtmsive  efforts,  by 
kindness,  by  justice,  and  by  appeals  to  legitimate  motives. 
We  will  say  a  few  words  on  each  of  these  points,  but  first  of 
all  we  would  call  attention  to  the 
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There  are  certain  external  conditions  of  good  discipline 
which,  if  not  absolutely  indispensable,  tend,  at  least,  to 
greatly  facilitate  and  promote  it.  Such  are  suitable  build- 
ings, freedom  from  over-crowding,  good  lighting  and  venti- 
lation, suitable  desks  and  benches,  sufficiency  of  means  for 
isolating  classes,  good  organization,  and  a  well-constructed 
time-table. 

It  is  impossible  to  maintain  good  order  in  rooms  where 
the  teacher  cannot  command  the  whole  of  the  children  at  a 
glance,  where  the  children  are  huddled  together  in  galleries 
too  small  to  contain  them,  where  there  is  no  room  for  them 
to  freely  and  frequently  alternate  their  posture,  where  the 
desks  and  benches  are  too  high  or  too  low  for  comfort,  where 
for  the  greater  part  of  a  session  the  sun  is  in  the  eyes  of  the 
children,  where  the  classes  are  so  close,  and  so  imperfectly 
separated,  that  whatever  is  done  in  one  is  heard  and  seen  in 
the  next,  where  the  staff  is  distributed  without  sufficient 
regard  to  their  qualifications  for  the  duties  which  they  have 
respectively  to  perform,  or  where  the  time-table  would  seem 
to  be  ingeniously  contrived  to  secure  the  maximum  of  noise 
and  mutual  interruption. 
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All  forms  of  physical  discomfort,  such  as  extreme  cold, 
extreme  heat,  the  oppression  produced  by  a  close  atmosphere, 
hunger  and  weariness,  tend  to  withdraw  the  attention  of 
children  from  the  work  on  which  they  ought  to  be  engaged, 
and  to  urge  them  to  relieve  themselves  in  some  way  or  other. 

The  organisation  of  a  school,  by  which  we  mean  all  the 
arrangements  which  relate  to  its  machinery  and  orderly 
working,  is  a  matter  of  the  greatest  importance,  both  as  re- 
gards the  instruction  and  the  discipline.  Every  teacher 
should  be  employed  where  he  can  be  most  effectively  and 
economically  utilised,  and  no  teacher  should  be  overtasked. 
It  not  imfrequently  happens  that  the  youngest  teacher  has 
charge  of  the  lowest  class,  and  yet  this  is  the  class  which  is 
usually  the  largest  in  point  of  number,  the  most  important 
as  regards  the  course  of  instruction  of  which  it  lays  the 
foundation,  and  the  most  difficult  as  regards  the  demands 
which  are  made  on  the  teacher's  skill  as  an  instructor  and 
disciplinarian.  It  will  often  be  found  that  a  young  teacher 
who  fails  to  secure  discipline  in  one  kind  of  lesson  will  com- 
mand it  in  another.  Common  sense  dictates  that  in  such  a 
case  the  teacher  should  not  be  confined  to  a  particular  class, 
but  should  be  employed  exclusively,  until  his  powers  have 
ripened,  in  such  lessons  as  he  can  conduct  successfully. 

The  time-table  should  provide  for  the  interposition  of 
classes  engaged  in  silent  exercises  between  classes  engaged 
in  noisy  ones,  for  the  complete  isolation  of  the  classes  which 
are  going  to  receive  lessons  that  are  likely  to  distract  the 
attention  of  the  rest  of  the  school,  for  the  covering  of  the 
noise  accompanying  movements  from  one  part  of  the  school 
to  another,  for  timely  alterations  of  bodily  posture  and  men- 
tal occupation,  for  drill,  and  for  recreation. 
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CHAPTER   II. 

CHARACTERISTICS  OF  GOOD  DISCIPLINE  AS 
REGARDS  ITS  RESULTS. 

1.  Good  order, — One  of  the  first  things  a  teacher  has 
to  secure  in  dealing  with  a  class  of  children,  especially  if  it 
be  large,  is  good  order.  Without  this,  instruction  is  impos- 
sible, the  teacher's  life  in  school  is  one  of  protracted  worry 
and  vexation,  and  the  children  themselves  suffer  all  the 
mischievous  consequences  that  invariably  accompany  an- 
archy and  confusion. 

2.  Attention. — Every  active  mental  operation  necessi- 
tates that  attitude  of  mind  which  we  call  attention,  and 
which  has  been  defined  as  *  the  direction  of  consciousness.' 
My  eyes  may  be  directed  towards  an  object,  and  yet  I  may 
take  no  notice  of  the  visual  impression  conveyed  by  my 
optic  nerves  to  the  brain.  When  the  clock  ticks  the  vibra- 
tions of  the  air  produced  by  each  tick  reach  my  ear  and 
affect  my  auditory  nerves,  but,  unless  I  am  attending  to  the 
impressions  transmitted  to  my  mind  through  my  auditory 
nerves,  I  do  not  hear  the  ticks.  Soldiers  are  often  severely 
wounded  in  battle,  and  yet  do  not  discover  the  fact  until 
the  battle  is  over,  and  the  cessation  of  excitement  allows 
them  to  pay  attention  to  their  bodily  sensations.  So  persons 
who  are  suffering  firom  painful  diseases  often  become  quite 
insensible  to  pain  if  their  attention  is  concentrated  on  some 
other  matter ;  and  yet  there  can  be  no  question  that  they 
are  subjected  all  the  time  to  the  physical  impressions  which 
ordinarily  produce  the  sense  of  pain. 
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*•!£  attention  is  necessary  to  sensation,  we  may  be  still 
more  sure  that  it  is  necessary  to  the  higher  intellectual  pro- 
cesses such  as  perception,  abstraction,  generalisation,  con- 
ception, inference.  In  many  studies,  if  the  attention  be 
dropped  but  for  a  moment,  the  whole  process  in  which  the 
learner  is  engaged  must  be  gone  through  again. 

Attention  may  be  either  voluntary  or  involuntary,  A 
sensation  that  is  eminently  painful  or  agreeable  compels  my 
attention^  and  it  is  next  to  impossible  for  me  to  escape  it. 
I  attend  to  it  without  any  conscious  effort  of  will.  Such 
attention  is  involuntary.  I  yield  it  as  a  piece  of  mechanism 
might  begin  to  work  when  some  motive  spring  is  touched. 

When  I  wish  to  attend  to  some  matter  that  has  no  special 
attraction  for  my  mind,  I  am  conscious  of  an  effort  of  will 
which  is  needed  to  prevent  my  mind  from  yielding  to  the 
attractions  of  other  objects.     Such  attention  is  voluntary. 

(a)  Involuntary  attention. — The  power  of  the  will 
over  the  attention  is  at  first  very  slight.  The  attention  of  a 
young  child  seems  to  be  almost  wholly  dependent  on  the 
attraction  of  the  objects  presented  to  him.  Hence  it  is  to  be 
secured  by  presenting  to  his  senses  such  objects  as  by  their 
novelty,  colour,  lustre,  form,  movement,  etc.,  powerfully 
appeal  to  them. 

Here  it  should  be  noted  that  we  find  a  pleasure  in  the 
exercise  of  a/l  our  faculties,  whether  of  body  or  mind,  and 
readily  give  the  attention  necessary  to  the  exercises  of  our 
faculties,  so  long  as  the  exercise  is  suitable  in  kind  and 
degree  to  the  stage  of  development  to  which  we  have  at- 
tained, and  is  not  prolonged  beyond  our  powers  of  endu- 
rance. If  we  will  only  give  heed  to  their  demands,  we 
shall  find  that  our  faculties  themselves  crave  and  call  out  for 
exercise.  It  is  the  teachers  duty  to  find  out  what  are  these 
natural  sources  of  a  child's  happiness,  and  to  utilise  them  in 
his  formal  education,  as  natiure  utilises  them  in  his  informal 
education.      A   child    attends    to    play,   though    he   has 
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nothing  more  to  amuse  himself  with,  perhaps,  than  a  couple 
of  pebbles  or  a  bright  flower.  Let  education  begin  with  play, 
by  appealing  to  the  same  sources  of  interest  and  offering  the 
same  attractions,  and  the  child  will  pay  the  same  attention 
to  it  as  to  his  favourite  sports. 

If  these  conditions  of  involuntary  attention  are  neglected, 
the  work  of  both  teacher  and  pupil  is  all  up-hill.  The  at- 
tention of  the  child,  in  that  case,  can  only  be  aroused  and 
sustained  by  an  effort  of  will,  which  he  is  as  yet  too  young 
to  make,  the  distant  motives  that  act  upon  the  adult  will 
not  having  had  time  as  yet  to  exert  their  proper  influence  on 
him.  The  solicitations  of  sense  that  do  engage  his  attention 
are  too  powerful  to  be  resisted,  and  he  becomes  inattentive 
to  his  teacher,  for  the  simple  reason  that  his  attention  is 
drawn  more  powerfully  elsewhere.  What  is  called  an  in- 
attentive child  is  often,  in  reality,  not  so  much  inattentive, 
as  attentive  to  the  wrong  class  of  objects  ;  and  the  lesson 
we  have  to  learn  from  his  inattention  is  that,  instead  of  per- 
sisting in  endeavouring  to  draw  his  attention  to  objects  in 
which  he  takes  no  interest,  we  should  find  out  what  does 
attract  his  attention,  and  try  to  educate  him  through  that. 
The  wrong  class  of  objects  must  be  converted  into  the  right 
class.  We  must  be  content  to  follow  nature,  instead  of  dic- 
tating to  her. 

If  a  child  is  more  pleased  with  an  actual  orange  than 
with  a  written  account  of  an  orange,  let  him  be  taught 
through  the  orange.  If  he  is  more  pleased  with  a  highly 
coloured  picture  than  with  a  sheet  of  unmeaning  symbols, 
called  letters,  let  him,  for  the  present,  be  taught  through  the 
picture.  If  he  prefers  to  do  something  for  himself  to  being 
talked  to,  find  him  suitable  occupation.  If  he  loves  to  draw, 
and  plait,  and  mould,  and  sing,  and  dance,  and  imitate  the 
actions  of  his  seniors,  let  his  inclination  be  gratified  by  such 
exercises  as  are  supplied  by  the  Kinder-Garten.  And  if 
it  be  urged  that  this  is  play  and  not  school,  it  is  a  sufficient 
reply  that  nature's  first  lessons  take  the  form  of  play.     We 
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are  only  continuing  and  systematising  the  method  of  instruc- 
tion which  has  been  so  successful  during  the  first  two  or 
three  years  of  a  child's  life. 

Certain  it  is  that  little  children  will  derive  more  benefit 
from  well-devised  education  games,  to  which  they  do  attend, 
than  from  formal  instruction  to  which  they  do  not  attend. 
It  was  the  great  merit  of  Frobel,  the  founder  of  the  Kinder- 
Garten,  that  he  took  the  pains  to  find  out  what  the  primitive 
natural  instincts  of  children  are,  and  that  he  devised  means 
by  which  those  instincts  may  be  utilised  for  the  purposes  of 
education. 

To  a  superficial  observer  the  children  in  a  Kinder-Garten 
are  engaged  in  nothing  better  than  organised  play.  But  in 
the  process  of  playing  they  are  acquiring  their  first  ideas  of 
fohn,  and  colour,  and  number,  and  resistance,  etc.  Their 
fingers  are  growing  more  deft  and  their  eyes  more  observant. 
They  may  be  acquiring  no  book-knowledge,  but  they  are 
acquiring  that  real-knowledge  without  which  book-know- 
ledge has  no  value.  Our  first  teachers  are  our  senses,  our 
hands  and  our  feet,  and  unless  their  lessons  are  well  learnt, 
all  other  instruction  is  impossible. 

{b)  Voluntary  attention. — As  education  advances  it 
becomes  necessary  to  teach  many  subjects  to  which  children 
are  not  at  first  strongly  drawn,  and  to  which,  therefore,  they 
reluctantly  and  imperfectly  give  their  attention.  The  teacher 
will  now  show  his  discretion  by  judiciously  appealing  to 
higher  motives  than  formerly,  but  he  will  take  care  not  to 
make  the  demands  upon  the  attention  too  severe  or  too 
protracted,  and  he  will  dexterously  combine  that  instruction 
which  is  naturally  unattractive  at  the  stage  of  mental  develop- 
ment to  which  the  child  has  attained,  with  what  may  be 
called  intellectual  relishes  which  stimulate  the  mental 
appetite.  He  will  try  to  create  and  sustairi  a  feeling  of  ex- 
pectancy.    He  will  make  a  free  use  of  pictures  and  drawings, 
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of  natural  objects  of  interest,  of  songs,  and  marching,  and 
rhythm  and  rhyme.  He  will  introduce  into  his  lessons 
whatever  variety  of  treatment  they  afford,  turning  his  subject 
round  and  round  in  a  sort  of  mental  kaleidoscope,  so  as  to 
show  it  on  every  side  and  in  ever-new  combinations.  He 
will  reduce  to  a  minimum  the  sources  of  distraction,  such  as 
personal  discomfort  arising  from  cold,  light,  posture,  and 
weariness,  and  remove  from  the  observation  of  his  class 
whatever  external  objects,  not  relating  to  the  lesson  in  hand, 
strongly  appeal  to  the  senses.  He  will,  above  all  things, 
show  his  class  that  he  takes  a  deep  interest  in  the  subject  of 
his  lesson,  and  infuse  into  his  teaching  all  the  brightness  and 
vivacity  which  he  can  command. 

The  duller  the  subject,  the  greater  the  need  of  life  in  the 
teacher.  *  Those  strong-minded  teachers,'  says  Dr.  Carpenter, 
'  who  object  to  these  modes  of  "  making  things  pleasant "  as 
an  unworthy  and  undeniable  "  weakness,"  are  ignorant  that 
in  this  stage  of  the  child-mind,  the  will — that  is,  the  power 
of  self-control — is  weak,  and  that  the  primary  object  of  edu- 
cation is  to  encourage  and  strengthen,  not  to  repress  that 
power.  Great  mistakes  are  often  made  by  parents  and 
teachers  who,  being  ignorant  of  this  fundamental  fact  of 
child-nature,  treat  as  wilfulness  what  is,  in  reality,  just  the 
contrary  of  will-fulness  j  being  the  direct  result  of  the  want 
of  volitional  control  over  the  automatic  activity  of  the  brain. 
To  punish  a  child  for  the  want  of  obedience  which  it  has  not 
the  power  to  render,  is  to  inflict  an  injury  which  may  almost 
be  said  to  be  irreparable.' ' 

At  present  the  transition  from  the  Kinder-Garten,  where 
involuntary  attention  is  mainly  relied  on,  to  the  ordinary 
school,  where  voluntary  attention  is  most  appealed  to,  is  too 
abrupt.  A  child  does  not  cease  to  be  a  child  when  he  quits 
the  infant-school,  and  the  methods  of  teaching  he  has  been 

*  Mental  Physiology^  pp.  134-5. 


ATTENTION.  1 63 

accustomed  to  there,  instead  of  being  dropped,  should  be 
continued  throughout  his  subsequent  education,  with  such 
modifications  as  his  growing  powers  demand  Our  days  are 
'  bound  each  to  each,'  and  the  same  natural  instincts  assert 
themselves  in  the  man  as  in  the  child.  He,  also,  is  urged 
to  the  exercise  of  whatever  powers  he  possesses  in  accor- 
dance with  the  laws  of  his  being,  and  his  education  is 
advanced  and  rendered  agreeable  in  proportion  as  those 
instincts  are  satisfied.  He,  also,  finds  that  novelty  of  topics, 
variety  of  handling,  pictures,  diagrams,  specimens,  models, 
experiments,  changes  of  posture,  vivacity  in  his  teachers,  etc., 
help  to  engage  and  maintain  his  attention. 

By  a  judicious  utilisation  of  involuntary  attention  and  a 
moderately  increasing  demand  on  voluntary  attention,  the 
h(ibit  of  attention  is  formed.  The  conduct  comes  more  and 
more  under  the  influence  of  the  higher  and  remoter  motives, 
and  less  and  less  under  the  influence  of  mere  sense-im- 
pressions. 

Difference  in  the  power  of  children  to  give  at- 

tention.-^Children  differ  very  widely  in  the  time  which 
they  take  to  acquire  this  habit,  and  in  the  form  which  their 
control  over  their  attention  takes.  Some  are  *bird-witted.' 
Their  attention  is  readily  distracted  by  surrounding  objects. 
A  spider  in  the  corner  of  the  window,  a  butterfly  that  has 
strayed  into  the  room,  is  enough  to  withdraw  their  minds 
from  the  lesson  in  hand.  Some  find  a  difficulty  in  with- 
drawing their  attention  from  any  object  in  which  they  are 
deeply  interested.  Their  minds  keep  on  reflecting  on  the 
train  of  ideas  to  which  the  object  of  their  interest  gives  rise. 
You  imagine  they  are  following  you,  when  all  the  time  they 
are  thinking  of  something  you  said  ten  minutes  ago.  These 
mental  characteristics  need  special  treatment.  The  *bird- 
witted '  should  be  *■  encouraged  to  fix  their  attention,  whilst 
those  in  whom  the  opposite  tendency  predominates  should 
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be  exercised  in  mobilising  it'  (Dr.  Carpenter.)  Mathe- 
matical studies  are  valuable  for  the  former;*  physical  for  the 
latter. 


The  two  essentials  of  attention.— The  two  cha- 
racteristics of  attention  which  it  is  most  desirable  to  secure 
are  intensity  and  coniinuousness ,  The  former  will  be  fostered 
by  restricting  the  attention  to  one  point  at  a  time ;  the  latter 
by  variety  of  matter  and  treatment,  and  by  gradual  increase 
in  the  length  of  time  devoted  to  the  lesson.  Teachers 
themselves  often  distract  the  attention  of  children  by  the  in- 
judicious way  in  which  they  handle  a  subject,  by  importing 
into  their  lesson  irrelevant  matter,  by  mixing  up  information 
that  ought  to  be  kept  distinct,  by  a  see-saw  mode  of  proce- 
dure, by  exhibiting  pictures,  specimens,  etc.,  before  they  are 
required,  and  by  leaving  them  before  the  class  after  they  have 
served  their  purpose.  The  main  object  of  a  lesson  should 
be  distinctly  stated  at  the  outset,  in  order  that  the  curiosity 
of  the  class  may  be  aroused,  and  a  feeling  of  expectancy 
created;  and  each  point  should  be  presented  singly,  and 
thoroughly  mastered  before  a  new  one  is  taken  up.  Teachers 
often  fail  to  gain  the  attention  of  a  class  through  hanging  up, 
at  the  commencement  of  a  lesson,  a  number  of  attractive 
pictures,  or  covering  a  table  with  interesting  specimens  and 
mysterious  pieces  of  apparatus.  These  objects  of  curiosity 
sometimes  prove  more  powerful  than  the  teacher's  exposition, 
and  the  class,  instead  of  following  him,  attend  to  them. 
Were  they  produced  one  at  a  time,  the  feeling  of  expectancy 
would  be  sustained,  and  the  significance  of  each,  in  con- 
nection with  the  successive  stages  of  the  lesson,  would  be 
more  distinctly  apprehended. 

The  motives  on  which  we  must  mainly  rely  for  exciting 
and  maintaining  attention  are  : 

^  Bacon  says :  *  If  a  man's  wit  be  wandering,  let  him  study  the 
mathematics,  for  in  demonstrations,  if  his  wit  be  called  away  never  so 
little,  he  must  begin  again.' — Essay  *  Of  Studies^"* 
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1.  Curiosity,  the  natural  love  of  knowledge. 

2.  The  love  of  activity. 

3.  S)niipathy. 

4.  The  perception  of  utility. 

5.  Emulation. 

6.  The  love  of  approbation. 

These  motives  should,  of  course,  be  variously  utilised  accord- 
ing to  the  age  of  the  children  and  the  peculiar  requirements 
of  individual  children. 

It  might  seem  that  much  of  what  has  been  said  relates 
rather  to  instruction  than  discipline,  but  the  same  regard  to 
natural  law  which  is  most  effective  as  an  instrument  of  in- 
struction is  also  most  effective  as  an  instrument  of  discipline. 
The  children  are,  in  fact,  disciplined  through  the  instruction. 
When  children  are  greatly  interested  in  a  lesson  they  keep 
order  for  themselves.  They  feel  no  desire  to  play,  because 
the  work  in  hand  is  more  interesting  than  play ;  they  have 
no  wish  to  be  idle,  for  they  find  greater  pleasure  in  activity. 

3,  Dilig^ence. — The  progress  of  a  child  at  school  de- 
pends less,  perhaps,  on  the  possession  of  exceptional  gifts  of 
genius  than  on  diligent  apphcation.  When  genius  and  dili- 
gence concur,  we  get  two  of  the  most  important  conditions 
under  which  the  highest  perfection  of  intellectual  develop- 
ment is  attainable.  But  while  genius  is  rare  and  beyond  the 
power  of  acquisition,  diligence  is  a  habit  which  every  child 
can  acquire.  Hence  the  teacher  should  seek  to  cultivate  it 
to  the  utmost  of  his  power. 

He  should  allow  of  no  dawdling  over  work.  A  child 
while  in  school  ought  always  to  be  at  work  or  at  play,  and 
the  occupation  of  the  moment,  whatever  it  may  be,  ought, 
for  the  time,  to  command  the  whole  of  his  energies.  To 
secure  this  concentration  of  effort,  children  should  have 
plenty  of  work  to  occupy  the  whole  of  the  time  during  which 
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they  are  supposed  to  be  at  work,  and  should  be  exercised  in 
making  sustained  efforts  to  reach  goals  gradually  increasing 
in  remoteness. 

Some  children  are  fitful  in  their  powers  of  application. 
They  exhibit  occasional  spurts  of  energy,  which  are  followed 
by  intervals  of  indolence.  This  tendency  is  fatal  to  solid 
work  and  real  progress,  and  needs  to  be  carefully  corrected. 
The  remedy  for  it  is  to  insist  on  the  performance  of  ascertain 
measure  of  work  every  day,  and  to  overpower  individual  in- 
clination by  the  general  momentum  of  the  whole  class. 

4.  Obedience. — It  is  needless  to  insist  on  the  value  of 
obedience,  but  it  may  be  worth  while  to  say  a  word  on  the 
importance  of  prompt  obedience.  There  is  a  mode  of  obey- 
ing which  is  more  offensive  than  flat  refusal.  The  teacher 
should  aim  at  securing  prompt  and  cheerful  obedience. 
His  children  should,  as  it  were,  meet  him  half-way  in  the 
execution  of  his  wishes. 

Obedience  is  rendered  with  a  cheerfulness  proportionate 
to  the  pupil's  affection  for  his  teacher  and  to  the  interest  he 
takes  in  his  work,  but  with  a  promptitude  which  is  mainly 
dependent  on  the  perfection  of  the  drill  of  the  school  and 
the  smartness  which  the  teacher  habitually  encourages. 

One  great  advantage  of  systematic  drill  (some  would  call 
it  a  disadvantage)  is  that  it  accustoms  children  to  obey 
without  first  debating  in  their  own  minds  the  expediency  of 
what  they  are  called  upon  to  do,  or  consulting  their  own 
incHnations.  It  compels  them,  for  the  time  being,  to  com- 
pletely subordinate  their  own  wills  to  the  will  of  their  com- 
mander, and  to  trust  implicitly  to  his  wisdom.  This  kind  of 
obedience  might,  of  course,  be  dangerously  abused,  but  it  is 
not  likely  to  be  productive  of  much  harm  so  long  as  it  is 
restricted  to  the  evolutions  of  school- drill.  It  is  certainly 
helpful  in  securing  that  smartness  and  promptitude  of  action 
which  are  needed  where  large  numbers  of  children  have  to 
be  5i^2?uJtaJieouslv  moved 
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At  the  same  time  there  is  a  wide  difference  between  the 
mechanical  obedience  rendered  in  drill  and  the  obedience 
of  a  child  out  of  the  ranks.  Children  who  are  remarkable 
for  the  smartness  of  their  drill,  are  often  in  class  far  from 
being  obedient  and  tractable.  The  reason  for  this  is  obvious. 
In  the  drill-ground  the  demands  made  upon  obedience  are 
limited  in  extent,  and  for  the  most  part,  to  children  who  have 
been  engaged  in  mental  exercises,  pleasurable  in  their  cha- 
racter. Moreover,  whatever  burden  they  impose  is  lightened 
by  the  sympathy  of  numbers.  In  school,  obedience  often 
requires  the  performance  of  duties  that  are  irksome,  and  each 
individual  child  has  to  exercise  a  greater  amount  of  self- 
denial  in  the  surrender  of  his  own  will. 

The  drill  of  a  school  or  of  a  class  will,  doubtless,  affect 
each  individual  child  in  it,  and  tend  to  the  formation  of  a 
habit  of  obedience  ;  but,  for  the  attainment  of  this  important 
end,  the  teacher  must  rely  mainly  upon  the  reasonableness 
of  his  demands,  the  affectionate  relations  between  himself 
and  his  pupils,  the  moral  motives  which  he  appeals  to,  and 
the  standard  of  promptitude  and  thoroughness  to  which  he 
accustoms  his  pupils. 

The  foUovring  are  offered  as  general  hints  on  this  sub- 
ject:—    . 

(i.)  Make  up  your  mind  what  rules  it  is  desirable  to 
enforce,  and  abide  by  them. 

(2.)  Let  your  more  important  rules  be  reduced  to  writing, 
so  that  there  may  be  no  mistake  about  them,  and  let  them 
be  set  up  in  some  conspicuous  place  in  the  class.  They 
should  be  few  in  number,  expressed  in  brief  and  unambigu- 
ous terms,  and  rarely  altered. 

(3.)  Have  no  mles  which  you  cannot  enforce.  When 
children  find  that  they  can  break  a  rule  with  impunity,  they 
lose  their  respect  for  the  authority  whose  business  it  is  to 
enforce  it,  and  are  tempted  to  violate  other  rules  where 
escape  from  punishment  is  possible. 

(4.)  After  giving  an  order,  wait  to  see  that  it 
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and  do  not  go  on  with  anything  else  until  you  are  obeyed. 
You  may  seem  to  lose  time  by  waiting,  but  it  is  an  economy 
of  time  and  effort  in  the  long  run.  If  it  be  worth  while  to 
give  a  command,  it  is  worth  while  to  see  that  it  is  obeyed. 
Children  soon  find  out  whether  a  teacher  has  a  strong  or  a 
weak  will,  and,  once  they  have  discovered  that  he  possesses 
the  latter,  they  will  not  trouble  themselves  to  obey  com- 
mands that  are  irksome.  On  the  other  hand,  if  they  know 
that  the  teacher  will  not  be  content  with  anything  short  of 
what  he  asks  for,  they  will  settle  down  to  what  is  required 
from  them  as  to  a  law  of  nature  which  there  is  no  escaping. 

(5.)  Do  not  use  language  which  implies  that  your  pupils 
will  desire  to  violate  the  order  you  give.  Threats,  so  far 
from  inspiring  dread,  sometimes  tempt  bold  natures  to  com- 
mit the  deed  which  is  prohibited.  Besides,  constant  threats 
are  incompatible  with  that  mutual  affection  and  confidence 
which  ought  to  subsist  between  the  teacher  and  his  pupils. 
It  is  better  to  assume  that  your  pupils  will  be  eager  to  carry 
out  your  wishes,  and  so  impose  upon  them  the  obligation  of 
honour,  than  to  take  it  for  granted  that  the  only  motive 
which  will  deter  them  from  disregarding  your  wishes  will  be 
the  fear  of  a  penalty. 

(6.)  Give  your  commands  in  a  firm  tone,  without  shout- 
ing, and  without  repetition.  It  is  not  the  noise  of  a  com- 
mand, nor  the  number  of  times  it  is  repeated,  which  pro- 
cures obedience,  but  the  consciousness,  on  the  part  of  the 
governed,  that  a  strong  will  lies  behind  the  command  and  will 
be  sure  to  enforce  it.  In  a  well-ordered  school,  audible  com- 
mands may  be  largely  dispensed  with.  Manual  signs  and 
numbers  may  be  used  in  drill.  The  eye  alone  is  often  quite 
sufficient  to  preserve  order  and  interpret  the  teacher's  wishes 
in  the  progress  of  a  lesson. 

(7.)  Have  a  definite  way  of  doing  everything,  e.g.  of  dis- 
tributing books  and  slates,  of  getting  in  and  out  of  desks,  of 
taking  places,  etc.,  and  let  each  child  know  exactly  what  he 
has  to  do. 
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(8.)  Exercise  special  vigilance  at  the  changes  t)f  lessons, 
when  children  are  apt  to  indemnify  themselves,  by  acts  of 
mischief  and  disorder,  for  their  previous  endurance  of  re- 
straint. 

*  (9.)  Always  have  something  definite  for  your  class  to  do. 
There  is  no  cause  more  productive  of  disorder  than  want  of 
occupation.  A  well-arranged  time-table  provides  for  the 
occupation  of  the  whole  day  for  the  school  as  a  whole,  but 
there  are  times  when  the  class  may  be  occupied  as  a  whole, 
and  yet  individual  children  may  have  nothing  to  do.  This 
often  occurs  in  lessons  like  Writing  and  Arithmetic,  in  which 
some  children  produce  their  work  much  more  rapidly  than 
others.  The  leisure  thus  obtained  should  be  profitably  filled 
up  by  suitable  exercises,  or  else  the  forward  pupil  should  be 
required  to  sit  with  arms  folded.  If  he  be  left  with  nothing 
to  do,  he  will  soon  find  something  to  do  that  may  not  be 
conducive  to  good  order. 

(10.)  If  necessary,  explain  the  reason  for  your  demands, 
so  that  you  may  get  intelligent  and  spontaneous  obedience, 
but  do  not  think  it  necessary  to  justify  all  your  commands. 
Your  pupils  must  trust  you  as  well  as  obey  you,  and  the 
reasonableness  of  your  commands  may  often  be  safely  left 
to  speak  for  itself  in  course  of  time. 

5.  Tone. — The  word  *  tone  *  primarily  means  tension, 
and  tension  is  a  characteristic  of  strength.  Hence  *tone'  is 
applied  in  medicine  to  a  natural  healthy  state  of  the  animal 
organs,  as  seen  in  the  proper  discharge  of  their  functions. 
Similarly  we  speak  of  the  tone  of  a  school,  meaning  thereby 
not  its  curriculum  of  studies,  not  its  ^andard  of  attain- 
ments, not  its  drill,  but  the  healthiness  and  vigour  of  the 
moral  forces  operating  in  the  school,  the  resultant  of  the 
teacher's  example,  instruction,  discipline,  and  sense  of  order 
and  propriety,  as  seen  in  the  general  conduct  of  the 
children. 

Tone  is  not  a  thing  that  can  be  gauged  like  readMx^^-^ 
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writing.  It  does  not  lie  on  the  surface  of  the  school.  It  is 
to  be  sought  for  in  the  happiness  and  cheerfulness  of  the 
children,  in  their  truthfulness,  their  honesty  in  their  work, 
their  readiness  to  obey  orders,  their  straightforwardness, 
•their  openness,  their  modesty,  their  courtesy,  their  re- 
verence in  speaking  of  solemn  things,  their  relations  with 
their  teachers,  their  sense  of  right  and  wrong  as  seen  in  their 
conduct  individually  and  in  the  public  opinion  of  the  school, 
and  more  especially  in  their  conduct  in  all  those  little  mat- 
ters which  are  not  regulated  by  school  routine  and  formal 
discipline 

There  is,  of  course,  a  close  connection  between  the  tone 
of  a  school  and  its  standard  of  attainments,  a  healthy  moral 
tone  being  indispensable  to  the  highest  intellectual  success ; 
but  there  may  be  high  attainments  in  a  school  with  a  low 
tone,  and  there  may,  through  various  causes,  be  a  high  tone 
with  low  attainments. 

So  there  is  a  close  connection  between  the  tone  of  a 
school  and  the  drill;  but  the  drill  may  be  perfect,  and  yet 
the  tone  may  be  unsatisfactory. 

The  tone  is  dependent  on  the  motive  forces  of  the 
school.  If  these  be  low,  the  tone  will  be  low.  The  ex- 
ample of  the  teacher,  the  motives  to  which  he  appeals,  and 
the  moral  standard  to  which  the  children  are  habitually 
accustomed  in  their  daily  work,  are  the  forces  which  exert 
the  most  powerful  influence  on  the  tone  of  the  school. 
Hence  the  vast  importance  of  the  teacher's  exerting  a 
watchful  care  over  his  own  language,  temper,  and  conduct, 
of  appealing  to  lofty  and  legitimate  motives,  and  pf  main-* 
taining  a  high  moral  standard  in  the  daily  work  of  the 
school.  Good  tone  cannot  be  produced  by  mere  homilies 
on  duty,  nor  is  it  likely  to  be  exhibited  on  special  occasions 
unless  it  be  systematically  cultivated. 

The  tone  of  a  school,  whether  good  or  bad,  is  the  out- 
come of  the  whole  of  the  teacher's  training  from  beginning 
to  end,  and  is  less  indebted,  perhaps,  to  direct  efforts  to 
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secure  it  than  to  the  numberless  silent  and  indirect  influ- 
ences by  which  the  conduct  and  character  are  unconsciously 
moulded. 

6.  Good  habits. — The  subject  of  habit  will  be 
treated  separately.  Here  we  content  ourselves  with  re- 
marking that  the  teacher  should  aim,  in  his  discipline,  at 
forming  habits  that  will  be  of  permanent  value,  and  not 
merely  at  temporary  artifices  for  securing  the  conditions  for 
intellectual  work  and  the  comfortable  working  of  his  school. 
Regularity,  punctualit}',  a  love  of  order,  prompt  obedience, 
regard  for  law,  respect  for  authority,  attention  to  the  work  in 
hand,  diligence,  etc.,  are  all  qualities  that  will  be  of  life-long 
value;  and  the  teacher's  aim  should  be  (i)  to  render  their 
observance  easy  by  repetition  and  pleasurable  from  the  ex- 
perience of  their  advantages,  and  (2)  to  create  or  foster  the 
motives  that  will  lead  to  their  observance  when  his  pupils 
are  no  longer  under  his  immediate  control. 

It  is  possible  that  these  habits  may  be  formed  under  any 
system  of  discipline,  their  advantages  being  so  obvious  as  to 
induce  the  pupil  to  acquire  them  in  spite  of  many  disagree- 
able associations  attaching  to  them ;  but  it  is  obvious  that 
they  are  much  more  likely  to  be  formed  under  a  teacher 
who  sedulously  sets  himself  to  cultivate  them.  Law  inspires 
respect  in  proportion  as  it  is  felt  to  be  enacted  in  the  in- 
terests of  the  body  corporate  of  which  we  are  members; 
authority  is  respected  in  proportion  as  it  is  wisely  and  tem- 
perately wielded ;  obedience  is  rendered  with  a  promptitude 
proportionate  to  our  affection  for  those  who  demand  it,  and 
to  our  confidence  in  their  wisdom ;  regularity,  punctuality, 
and  order  are  habits  which  gain  upon  us  in  proportion  as  we 
see  the  advantage  attending  them ;  self-control  is  acquired 
by  leaving  room,  wherever  it  is  possible,  for  the  exercise  of 
individual  freedom,  and,  at  the  same  time,  by  supplying  mo- 
tives and  principles  which  will  prevent  the  freedom  from 
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being  abused.  And  all  these  habits  are  likely  to  become 
permanent  in  proportion  as  their  early  observance  is  at- 
tended with  pleasure.  Coercion  and  severity  too  frequently 
inspire  disgust  for  the  very  virtues  which  the  teacher  should 
strive  to  foster,  and  provoke  a  dangerous  reaction  once  the 
constraint  of  school  is  over. 
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CHAPTER   in. 

CHARACTERISTICS   OF    GOOD    DISCIPLINE    AS 

REGARDS    ITS    EXERCISE. 

Discipline,  should  be  regular. — It  should  not  be 
severe  one  day  and  lax  on  another.  Your  pupils  should 
always  know  what  to  expect  from  you,  what  standard  of  ex- 
cellence you  demand,  and  what  will  be  the  consequences  of 
not  coming  up  to  it.  If  you  tolerate  a  practice  to-day,  they 
will  naturally  expect  that  you  will  tolerate  it  to-morrow ;  and 
if  they  find  that  their  expectations  are  disappointed,  they 
will  naturally  attribute  to  you  weakness  and  inconsistency. 
They  will  feel,  if  they  do  not  say,  that  you  betrayed  them 
into  wrong-doing  by  your  silence  and  connivance.  Once 
your  rules  are  laid  down,  you  should  adhere  to  them,  not  in  a 
hard  and  mechanical  way,  as  though  the  rules  were  master 
and  not  you,  but  with  that  firmness  and  uniformity  which  will 
show  your  pupils  that  the  rules  are  not  to  be  tampered  with. 

When  you  set  a  rule  aside,  be  careful  to  show  that  you 
are  not  influenced  by  mere  caprice,  and  let  your  pupils 
know  distinctly  when  the  rule  is  to  be  resumed,  and  what 
other  rule  is  to  take  its  place  in  the  meantime. 

While  it  is  of  the  highest  importance  to  cultivate  in  chil- 
dren the  power  of  ruling  themselves,  it  is  absolutely  essen- 
tial, for  the  ordinary  conduct  and  well-being  of  a  school, 
that  certain  fundamental  rules  of  order  and  work  should  be 
laid  down  by  the  teacher,  and  about  these  there  should  be 
no  room  for  doubt.  These  rules  should  be  rigidly  observed, 
and  whatever  penalties  are  attached  to  their  violation  should 
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be  invariably  enforced,  certainty  of  punishment  having  fre- 
quently a  greater  effect  than  excessive  severity.  Children 
soon  accommodate  themselves  to  a  regular  discipline,  just 
as  they  do  tQ  a  law  of  nature.  They  may  kick  at  it  at  first, 
but,  if  it  be  not  unreasonable  in  its  demands,  and  if  it  be  re- 
gularly maintained,  they  will  fall  in  with  it  as  an  inevitable 
condition  of  things  which  it  is  useless  to  resist.  Nay,  they 
will  grow  to  love  it  as  the  condition  of  successful  work 
and  of  happy  relations  with  their  teacher. 

Discipline  should  be    natural,  le,  it  should  be 
produced,  as  far  as  possible,  by  following  ^nd  utilising  na- 
tural instincts.     If  it  involve  a  violation  of  these  instincts, 
it  will  be  productive  of  serious  mischief  to  those  parts  of  a 
child's  nature  which  are  affected  by  it ;  it  will  be  irksome 
when  it  is  enforced,  and  it  will  cease  to'operate  when  the  force 
which  constrained  obedience  is  removed.     It  is  a  great  mis- 
take to  suppose  that  children  love  disorder,  or  find  a  plea- 
sure in  disobedience  per  se.     In  the  majority  of  cases  they 
break  artificial  rules  in   obedience  to  powerful  instincts, 
which  the  teacher  has  failed  to  press  into  his  service.    They 
are,  for  instance,  largely  under  the  influence  of  the  instinct 
of  activity,  and,  unless  some  safe  provision  be  made  for 
satisfying  this  instinct,  they  will  be  irresistibly  impelled  to 
satisfy  it  in  ways  of  their  own.     They  will  fi^dget  when  they 
are  expected  to  keep  still ;  they  will  grow  weary  of  being 
treated  as  mere  passive  reservoirs  into  which  knowledge  is 
to  be  perpetually  pumped,  and  will  seek  active  occupation, 
mental  or  bodily,  for  themselves ;  and  in  a  variety  of  ways 
they  will  disobey  the  teacher  who  persists  in  this  unwise 
defiance  of  natural  laws.     It  is  absurd  to  blame  them  for 
their  disobedience.     They  cannot  help  it.     They  did  not 
make  themselves,  and  the  laws  of  their  being  are  only  par- 
tially under  their  control. 

It  will  be  shown  hereafter  what  are  the  instincts  which 
exercise  most  influence  over  children,  and  how  they  may 
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not  only  be  controlled,  but  converted  into  instruments  for 
the  furtherance  both  of  discipline  and  instruction.  For  the 
present  it  is  enough  to  remark  that  the  teacher  should  en- 
deavour to  utilise,  to  the  utmost  of  his  power,  natural  in- 
clination, and  not  imagine  that  it  is  necessary  to  be  always 
running  counter  to  it.  There  is  a  marvellous  plasticity  in 
hiunan  nature;  but  it  is  folly  for  the  teacher  to  assume 
that  he  can  do  what  he  likes  with  a  child,  or  that  the  child 
can  do  what  he  likes  with  himself.  A  child's  body  and 
mind  are  subject  to  certain  unmistakable  laws,  impressed 
upon  them  by  the  Creator,  and  the  teacher  must  accom- 
modate his  di^ipline  to  these  laws.  As  long  as  he  does 
this  he  will  find  nature  an  invaluable  ally ;  but,  once  he  sets 
himself  in  opposition  to  nature,  he  will  find  that,  though  he 
may  seem  to  achieve  momentary  triumphs,  he  is  sure  to  be 
beaten  in  the  long  run.  He  might  as  well  try,  like  Mrs. 
Partington,  to  push  back  the  Atlantic  with  a  mop  as  to 
defeat  Nature.  She  is  never  defeated,  for  she  is  the  expres- 
sion of  the  will  of  God. 

Discipline  should  be  unobtrusive.  —  By  this  is 

meant  that  the  means  which  the  teacher  employs  to  secure 
and  maintain  discipline  should  not  be  such  as  would  force 
themselves  obtrusively  on  an  observer's  attention.  A  good 
disciplinarian  maintains  perfect  order,  gets  prompt  obedi- 
ence, and  makes  his  will  felt  all  through  the  school  without 
any  apparent  effort  You  wonder  what  is  the  secret  of  his 
success,  and  you  are  tempted  to  believe,  perhaps,  firom  the 
seeming  absence  of  any  means  by  which  the  end  is  attained, 
that  his  success  is  referable  to  some  happy  gift  bestowed 
upon  him  by  nature  or  to  the  exceptional  docility  of  his 
pupils.  The  real  explanation  is  to  be  found  in  the  perfec- 
tion of  his  discipline.  He  has  reached  that  highest  stage  of 
skill,  the  art  of  concealing  art. 

On  the  other  hand,  there  are  teachers  who  seem  to  be^^ 
always  endeavoiuing  to  get  good  discipline,  yet  never  obtajjj^^ 
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it.  They  are  constantly  giving  commands,  or  uttering 
threats,  or  distributing  reproofs,  or  inflicting  punishments, 
and  yet,  with  all  their  efforts,  they  do  not  get  what  they  aim 
at.  They  cannot  teach  for  five  minutes  consecutively  with- 
out interrupting  the  lesson  by  such  remarks  as,  *Sit  up,' 
*  Smith,  your  arms  are  not  folded,'  *  Brown,  pay  attention,' 
'  Look  at  me,*  *  Robinson,  do  not  lean  against  your  neigh- 
bour,* and  so  on.  The  effect  of  these  constant  interjected 
remarks  is  sometimes  most  ludicrous,  and  is,  of  course,  fatal 
to  the  continuity  and  effectiveness  of  the  lesson.  They  dis- 
tract the  attention  of  both  teacher  and  pupils,  the  minds  of 
both  being  kept  in  a  state  of  perpetual  oscillation  between 
the  subject  nominally  in  hand  and  the  conduct  of  the  class, 
and  in  this  way  they  often  aggravate  the  very  evils  which 
they  are  intended  to  abate.  Good  order  is  scarcely  worth 
having  when  the  teacher  has  to  take  so  much  pains  to  get  it 
that  he  has  none  to  spare  for  anything  else.  Discipline  is, 
after  all,  only  a  means  and  not  an  end,  and  though  it  must 
be  had  at  any  cost,  it  may  be  purchased  at  too  extravagant 
a  rate.  It  will  be  shown  hereafter  that  unobtrusive  dis- 
cipline is  to  be  most  easily  got  by  securing  the  silent  co- 
operation of  natural  laws,  by  good  organisation,  by  careful 
forethought,  and  by  quiet  self-control.  Do  not  talk  much 
about  order,  but  take  the  needful  pains  to  secure  the  con- 
ditions of  order. 

Discipline  should  be  kind. — It  is  sometimes  assumed 
by  young  teachers  that  discipline  cannot  be  other  than  irk- 
some to  those  who  have  to  submit  to  it,  and  that  the  rela- 
tions between  the  teacher  and  his  pupils  must,  of  necessity, 
be,  more  or  less,  one  of  incessant  hostility.  This  is  a  great 
mistake.  It  is  not  denied  that  discipline  may  sometimes 
clash  unpleasantly  with  natural  inclination,  and  that  a  child 
who  chafes  under  it  may  entertain  hostile  feelings  towards 
the  teacher  who  has  to  enforce  it;  but  that  discipline  is 
bad  which  is  uniformly  irksome.     It  is  not,  in  such  a  case. 
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discipline  itself  that  is  disliked,  but  the  vicious  system  of 
discipline  which  the  injudicious  teacher  attempts  to  enforce. 
If  discipline  do  not  needlessly  encroach  on  the  pupils'  indi- 
vidual liberty,  if  it  be  maintained  by  appealing  to  proper 
motives,  if  it  be  free  from  partiality,  if  it  be  obviously  not 
enforced  to  gratify  any  tyrannical  caprice  or  vindictive  feel- 
ings, then  there  is  no  reason  why  it  should  not  be  compatible 
with  the  kindliest  feelings  between  the  teacher  and  his  pupils. 
Indeed,  the  teacher  who  does  not  secure  the  affection  of  his 
pupils,  fails  to  get  the  most  powerful,  and  certainly  the  most 
valuable,  instrument  of  discipline.  Order,  attention,  obedi- 
ence, and  the  other  ends  of  discipline  are  doubly  valuable 
when  they  spring,  not  from  compulsion,  but  from  a  desire 
to  gratify  the  wishes  of  a  beloved  teacher. 

Love  is  a  more  powerful  motive  than  fear,  and  though,  in 
the  case  of  certain  natures,  the  teacher  may  find  it  necessary 
to  appeal  to  the  principle  of  fear,  yet  he  should  only  do  so 
so  long  as  those  natures  are  incapable  of  responding  to  this 
appeal  made  to  their  higher  motives.  If  a  teacher  be  uni- 
formly kind  to  his  pupils,  if  he  show  an  interest  not  only  in 
their  intellectual  progress,  but  in  their  spiritual  and  physical 
well-being,  if  he  be  careful  when  he  punishes  to  punish  with 
strict  regard  to  justice,  and  obviously  in  sorrow  rather  than 
in  anger,  his  pupils  will  entertain  no  feelings  of  bitterness 
towards  him.  They  will  see  in  his  reproofs,  or  even  in 
severer  punishments,  only  sterner  aspects  of  his  customary 
affection. 

Severity,  whether  it  proceeds  from  a  cruel  nature  which 
delights  in,  or  is  indifferent  to,  the  infliction  of  pain,  or  from 
a  careless  disregard  of  proportion  between  offences  and  their 
punishment,  or  from  incompetence,  or  from  indolence,  is  a 
bad  sign.  If  it  proceed  from  a  hard,  cruel,  unsympathetic 
nature,  it  is  an  unmistakable  proof  that  the  possessor  of 
that  nature  is  unfit  for  the  profession  of  a  teacher;  if 
from  a  disregard  of  justice,  it  is  sure  to  provoke  indigna- 
tion and  resentment  in  those  who  suffer  from  it,  and  may 
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lead  them  to  have  recourse  to  lying  and  deceit  in  order  to 
defeat  it 

Incompetent  teachers  have  recourse  to  severity  because 
they  are  ignorant  of  those  gentler  and  more  efficacious  means 
by  which  the  ends  of  discipline  are  to  be  attained;  and  they 
proclaim  their  incompetence  in  so  doing.  Indolent  teachers 
have  recourse  to  severity  to  save  themselves  trouble.  Seve- 
lity  seems  to  them  to  be  an  easy,  effective,  and  speedy 
solution  of  many  points  in  discipline ;  but  the  teacher  will  do 
well  to  remember  that  its  success  is  temporary,  and  that, 
even  when  it  succeeds,  the  permanent  mischief  which  it  does 
may  be  incalculable. 

Discipline  should  be  just.— There  should  be  no 
favourites  on  one  side  and  no  victims  of  injustice  on  the 
other.  Children  will  always  submit  more  readily  to  rules, 
and,  if  necessary,  even  to  punishment,  if  they  are  convinced 
that  there  are  one  standard  of  requirement  and  one  measure 
of  justice  for  all.  Children  who  enjoy  the  equivocal  privilege 
of  being  favourites  are  to  be  pitied  for  the  special  privileges 
which  they  possess.  In  many  cases  they  are  tempted,  by  the 
consciousness  of  the  freedom  which  they  enjoy,  into  wrong- 
doing ;  in  many  they  seek  to  deserve  the  favours  they  obtain 
by  tale-bearing  and  other  mean  acts;  and  in  all  they  are 
regarded  with  dislike  by  their  companions,  who  frequently 
victimise  them  as  a  set-off  to  the  undeserved  favours  which 
they  enjoy.  It  is  needless  to  dwell  upon  the  wrongs  done  to 
the  victims  of  the  teacher's  injustice. 

Teachers  are  often  unjust,  not  so  much  from  intention  as 
from  neglecting  to  make  careful  inquiries,  from  vacillation  of 
purpose,  from  disregard  of  circumstances,  from  unreasonable 
demands  on  the  energies  and  capacities  of  individual  chil- 
dren, and  from  punishing  in  anger. 

It  is  unjust  to  condemn  a  child  on  imperfect  evidence;  to 
punish  an  offence  to-day  that  was  connived  at  yesterday;  to 
make  no  allowance  for  the  potency  of  temptation ;  to  make 
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no  distinction  between  old  and  young  offenders  and  between 
ringleaders  and  abettors;  and  to  expect  the  dull  boy  to  keep 
pace  with  the  clever  boy,  and  the  boy  who  has  the  enormous 
advantage  of  good  home  influences  with  the  boy  who  has, 
perhaps,  no  proper  home  at  all.  Teachers  are  liable  to  all 
sorts  of  injustice  when  they  punish  with  a  severity  regulated, 
not  by  reason,  but  by  passion. 

Avoid,  as  far  as  possible,  ex  post  facto  legislation.  Let 
important  rules  be  well  known,  and  with  them  the  penalties 
by  which  they  will  be  enforced.  Even  the  judges  of  the 
land  are  limited  by  law  in  the  imposition  of  punishment. 
They  may  mitigate  a  penalty,  but  they  cannot  exceed  the 
penalty  prescribed  by  Act  of  ParHament.  The  teacher  will 
do  well  to  lay  down,  in  moments  of  calmness,  and  after 
careful  reflection,  such  limitations  for  himself;  and  to  re- 
member that  it  is  safer,  and  better  in  almost  every  other  way, 
to  err  on  the  side  of  leniency  than  on  the  side  of  severity. 
A  too  lenient  punishment  may  be  increased  in  severity  if 
necessary,  but  some  punishments  once  inflicted  cannot  be 
mitigated. 

The  teacher  should  be  courteous  towards  his 
pupils  and  dignified  as  regards  himself.— In  few 

things  do  children  copy  the  example  of  their  teacher  so 
readily  as  in  points  of  manner.  If  he  be  rough,  coarse,  and 
rude  in  dealing  with  his  pupils,  it  is  not  surprising  that  they 
reproduce  those  qualities,  and  exhibit  them  in  their  relations 
both  with  himself  and  with  others.  A  child's  self-respect  and 
feelings  should  be  regarded  quite  as  much  as  those  of  an 
adult,  and  as  much  consideration  and  politeness  should  be 
shown  to  him  as  to  his  parents.  It  seems  a  cowardly  thing 
to  speak  to  a  helpless  Httle  child  in  a  tone  that  we  should 
not  employ  in  addressing  persons  old  enough  to  resent 
rudeness. 

The  teaching  of  manners  used  to  be  charged  for,  as  a 
special  accomplishment,  in  our  old  private-advetitvit^^ck^cJs&, 
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It  would  be  well  if  every  teacher  made  a  point  of  attending 
to  this  matter,  both  by  cultivating  habits  of  coiurtesy  to- 
wards his  pupils  and  by  encouraging  similar  habits  in  them. 
Politeness  has  been  defined  as  benevolence  showing  itself 
in  little  things.  There  is  a  wide  sphere  for  its  exercise  in  the 
conduct  of  a  school,  and,  in  many  cases,  if  the  habit  be  not 
acquired  there,  it  will  not  be  acquired  at  all. 

While  carefiil  to  exhibit  couitesy  to  his  pupils,  the  teacher 
should  see  that  they,  in  return,  show  proper  respect  to  him- 
self. For  this  reason  he  should  surround  his  actions  with  a 
certain  amount  of  state  and  formality,  and  when  he  unbends 
he  should  take  care  not  to  allow  undue  familiarity.  At  the 
same  time  he  should  avoid  all  pomposity  and  affectation. 
Children  soon  see  through  both  and  laugh  at  them.  Nothing 
can  secure  genuine  courtesy  and  respect  but  genuine  worth. 
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CHAPTER  IV. 

THE  INSTINCTS  TO  BE  SATISFIED,  AND  THE  MO- 
TIVES TO  BE  CULTIVATED  IN  EDUCATION. 

Instincts. — By  instincts  we  understand  certain  propen- 
sities naturally  springing  out  of  the  various  faculties  which 
we  possess.  The  possession  of  any  faculty  whatsoever 
carries  with  it  a  presumption  that  it  was  intended  to  be  used, 
and  the  pleasure  which  accompanies  its  use,  or  the  pain 
which  arises  from  its  inactivity,  is  a  natural  stimulus  to  its 
employment.  In  some  cases  instincts  act  mechanically — 
i,e,  we  obey  them  involuntarily;  in  others  they  assert  them- 
selves by  powerful  solicitations  of  the  will. 

According  to  Frobel  the  most  important  instincts  are 
those  of  (i)  activity,  (2)  agriculture,  (3)  transformation,  (4) 
aesthetic  enjoyment,  (5)  curiosity,  (6)  sociability,  (7)  reli- 
gion. This  classification  is  not  very  complete  or  logical,  and 
might  be  much  simplified.  We  need  not,  for  instance,  re- 
cognise a  distinct  agricultural  instinct.  What  Frobel  regarded 
as  such  was  clearly  only  one  of  the  many  forms  assumed  by 
the  instinct  of  transformation,  which  is  itself  only  one  form 
of  the  instinct  of  activity.  A  more  philosophical  view  of  the 
whole  subject  is,  as  we  have  seen,  to  recognise  in  instinct  a 
propensity  to  use  a  faculty  not  for  this  particular  purpose  or 
that,  but  in  such  a  way  as  will  be  most  conducive  to  the 
pleasure  that  accompanies  its  exercise,  or  to  escape  from  the 
pain  that  arises  from  its  neglect. 

The  instinct  of  activity. — Children  are  always,  as  we 
S2^y,  *  on  the  piove.'    They  seem  as  if  they  co\ild  x^es^xYfo^ 
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still,  even  for  a  few  moments.  In  the  cradle  they  delight  to 
toss  their  arms  and  legs.  Later  on,  their  delight  is  to  crawl, 
climb,  walk,  run,  jump,  hop,  skip,  draw,  sew,  knit,  &c. 
Although  they  are  sometimes  charged  with  idleness,  there  is 
nothing  which  they  abominate  more.  They  must  always  be 
doing  something,  though,  unfortunately,  their  activity  some- 
times takes  a  wrong  or  inconvenient  direction. 

This  love  of  activity  springs  out  of  their  bodily  and  mental 
constitution.  They  love  to  do  whatever  they  can  do.  It 
is  this  instinct  which  secures  the  development  of  their  various 
powers.  Body  and  mind  alike  depend  for  their  growth  on 
exercise.  In  the  case  of  some  of  our  most  important  powers. 
Nature  does  not  leave  this  exercise  to  be  dependent  on 
human  direction;  she  provides  for  it  herself.  She  compels 
exercise.  It  is  by  their  unceasing  activity  that  children  learn 
the  use  of  their  bodily  organs  and  the  most  important  pro- 
perties of  the  world  around  them. 

Teachers  sometimes  forget  that  children  have  bodies  as 
well  as  minds,  and  deal  with  them  as  though  they  were  dis- 
embodied spirits.  The  needs  of  the  body  should  be  provided 
for,  not  merely  for  the  sake  of  the  body  itself,  but  also  for 
the  sake  of  the  mind,  it  being  impossible  for  the  mind  to 
work  effectively  if  the  body  be  not  in  a  healthy  condition 
and  at  ease. 

The  muscles  of  children  soon  get  cramped  if  kept  in  one 
position,  and,  once  this  feeling  is  experienced,  it  is  positive 
cruelty  to  refuse  them  the  natural  relief  of  change  of  posture. 
Children  must  move.  They  must  shuffle  and  fidget  They 
cannot  attend  to  the  teacher.  They  are  attending  to  a  higher 
teacher,  who  almost  always  warns  us  when  we  are  violating 
her  laws  by  the  pain  and  discomfort  that  attend  the  viola- 
tion, and  who,  in  very  many  cases,  shows  us  how  the  pain  is 
to  be  avoided  by  her  own  involuntary  efforts  to  escape  it 

Young  children  should  frequently  vary  their  attitude 
in  the  course  of  a  single  lesson,  and  even  older  children  will 
sometimes  need  a  safety-valve  for  letting  off  their  superfluous 
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muscular  energy.  Any  adult  who  has  been  photographed 
knows  how  difficult  it  is  to  keep  perfectly  still  only  for  a  few 
seconds;  and  although,  when  our  minds  are  deeply  inte- 
rested, as  in  listening  to  an  eloquent  speech  or  sermon,  we 
may  maintain  the  same  attitude  for  a  considerable  time,  yet 
the  advantage  we  take  of  a  pause  to  shift  our  position,  to 
take  a  deep  breath,  to  cough,  or  otherwise  relieve  some 
physical  uneasiness,  shows  that  our  bodily  discomfort  is  al- 
ways waiting  for  an  opportunity  to  assert  itself. 

A  judicious  teacher  will  not  only  try  to  satisfy  the  instinct 
of  activity,  but  utilise  it  as  an  instrument  of  education,  both 
in  maintaining  attention  and  in  the  acquisition  of  knowledge. 
He  will  try  to  find  something  in  every  lesson  for  his  children 
to  do.  In  some  subjects,  such  as  arithmetic  and  writing,  the 
hands  are  fully  occupied;  in  others  the  children  are,  for  the 
most  part,  passive  listeners.  It  is  in  the  latter  lessons  that 
bad  discipline  most  frequently  shows  itself.  Unless  the 
children  are  deeply  interested,  they  are  almost  sure  to  find 
some  mischievous  use  for  their  unoccupied  hands.  The 
teacher  will  show  his  skill  in  devising  means  whereby  his 
pupils  can  be  actively  employed  in  all  his  lessons.  He  will, 
for  instance,  get  them  to  point  out  places  on  the  map,  to 
assist  him  in  his  experiments,  to  write  down  on  their  slates 
something  which  he  wishes  to  impress  on  their  memory,  to 
write  or  draw  upon  the  blackboard,  to  put  out  their  hands 
for  answering,  to  vary  their  posture  when  they  seem  to  be 
growing  weary,  and  to  go  through  a  few  rapid  drill  move- 
ments at  the  chief  breaks  in  his  lesson. 

It  is  important  to  observe  that  mental,  as  well  as 
bodily,  activity  is,  with  advanced  children,  a  valuable  help  to 
the  maintenance  of  discipline.  The  effort  which  it  involves 
is  attended  by  extreme  pleasure,  and,  if  not  unduly  pro- 
longed, secures  a  spontaneous  regard  of  all  the  essential 
conditions  of  good  order. 

Great  care  should  be  taken  not  to  misdirect  the  instinct 
of  activity  and  not  to  over-stimulate  it.    The  teacher  must 
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be  guidedf,  in  these  respects,  by  the  stage  of  development  at 
which  the  child  has  arrived.  Forms  of  activity  that  may  be 
very  suitable  for  one  stage  may  be  unsuitable  for  another. 
We  ought  not  to  expect  a  child  to  do  the  work  of  a  man. 
As  a  rule,  children  will  be  found  able  to  do  with  safety  what 
they  find  a  pleasure  in  doing  when  left  to  themselves.  To 
force  them  to  do  work,  for  which  they  are  not  ripe  and  have 
no  inclination,  is  to  disgust  them  with  it 

The  instinct  of  transformation.— Over  and  above 
the  pleasure  which  children  derive  from  activity,  they  expe- 
rience a  special  pleasure  in  leaving  the  impress  of  their 
activity  on  the  world  around  them,  in  building  up  and  pull- 
ing down,  in  making  and  destroying,  in  breaking  and  mend- 
ing, in  modelling,  and  carving,  and  plaiting,  and  so  on.  In 
infancy  their  delight  is  to  make  mud-pies,  and  sand-castles, 
and  card-towers.  Later  on  they  delight  in  transformations 
on  a  larger  scale,  in  scientific  experiments,  in  mathematical 
transformations,  in  drawing  order  out  of  confusion,  and  in 
bringing  forth  beauty  out  of  ugliness. 

The  great  merit  of  the  Kinder-Garten  is  that  it  ministers 
so  largely  and  so  wisely  to  this  instinct.  The  laboratory, 
the  workshop,  and  the  garden  will  afford  room  for  its  grati- 
fication in  the  subsequent  stages  of  education. 

The  aesthetic  instinct.--Children  invariably  delight 
in  beautiful  forms  and  colours ;  in  rhyme,  and  rhythm,  and 
music;  in  dancing,  and  posing,  and  graceful  evolutions. 
The  baby  begins  by  liking  bright  and  highly-coloured  toys, 
measured  movements,  such  as  the  rocking  and  lullabies  of  a 
nurse,  the  swaying  to  and  fro  of  a  suspended  toy,  beautiful 
faces,  etc.  By-and-by  it  will  delight  in  picture-books,  in 
drawing  and  colouring,  in  singing,  in  dancing,  in  flowers,  in 
landscapes,  in  poetry,  etc.  These  enjoyments  are  called 
(Bsthetic^  from  a  Greek  word  meaning  to  feel.  They  form  an 
portant  part  of  education,  by  contributing  to  elevate,  to 
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brighten,  and  sweeten  life,  and  may  be  largely  used  as 
instruments  of  discipline. 

Music  is  a  refreshing  change  to  children  when  weary  of 
other  work,  and  may  be  judiciously  employed  to  cover  the 
noise  made  in  changing  from  one  lesson  to  another,  and  in 
going  in  and  out  of  school  It  is  needless  to  remark  that, 
though  these  are  the  only  reasons  for  its  cultivation  that  are 
insisted  on  here,  they  are  not  the  highest 

Marching  and  play-games  like  those  of  the  Kinder- 
Garten  afford  a  convenient  safety-valve  for  exuberant  spirits, 
and  at  the  same  time  gratify  the  aesthetic  instinct. 

Pictures,  drawings,  natural  objects,  and  all  other  objects 
which  appeal  to  the  eye  are  attractive  to  children,  and  help 
to  secure  their  attention,  but  are  specially  attractive  when 
beautiful  in  themselves.  Drawings  are  doubly  interesting 
and  doubly  helpful  in  maintaining  attention,  when  executed 
under  the  eyes  of  the  children,  who  follow,  with  pleasure 
and  expectancy,  every  stroke  of  the  teacher's  chalk. 

The  instinct  of  curiosity  is  very  powerful  m  chil- 
dren, as  we  may  see  from  their  inquisitiveness,  their  cease- 
less questions,  and  their  universal  fondness  for  all  sorts  of 
novelties  that  come  within  the  range  of  their  appreciation. 
They  like  to  handle,  and  taste,  and  smell  things  that  are 
new  to  them;  they  are  never  happier  than  in  rummag- 
ing an  old  drawer,  or  penetrating  into  the  depths  of  a 
mother's  pocket,  or  watching  workmen  engaged  in  some 
operations  with  which  they  are  unfamiliar.  A  new  flower,  a 
new  animal,  an  oddly-shaped  stick,  a  beautiful  shell  will 
occupy  them  for  hours.  They  seem  never  tired  of  examin- 
ing an  object  until  they  have,  as  they  imagine,  *  plucked 
out  the  heart  of  its  mystery.'  What  is  called  their  destruc- 
tiveness  is  often,  in  reality,  only  their  mode  of  ascertaining 
the  nature  of  things  by-  experiment  They  cannot  under-: 
stand  the  mystery  of  the  speaking-doll,  or  the  bellows,  of 
the  puzzle,  until  they  have  cut  those  objects  o^'a.    T\nks 
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cannot  understand  the  beauty  and  fragrance  of  the  rose  until 
they  have  plucked  off  the  petals.  Like  philosophers  of  a 
riper  age,  they  sometimes  *  murder  to  dissect'  Much  of  the 
so-called  *  cruelty '  of  children  is  to  be  referred  to  this  cause. 
They  do  not  take  a  pleasure  in  the  wanton  infliction  of  pain, 
but  they  do  find  a  pleasure  in  conducting  experiments  that  are 
often  much  more  painful  than  they  imagine.  Goethe  tells 
us  that  he  remembered  plucking  the  feathers  out  of  a  living 
bird,  when  he  was  a  child,  to  see  how  they  were  inserted  in 
the  skin. 

At  a  later  stage  children  crave  for  the  knowledge  which 
is  supplied  by  teachers  and  books,  and  scientific  experi- 
ments, and  travel,  and  intercourse  with  men. 

It  is  very  important  to  give  the  instinct  of  curiosity  a 
right  direction.  If  it  be  not  satisfied  with  useful  knowledge, 
it  will  delight  in  useless  trivialities,  and  will  sometimes  even 
have  recourse  to  dishonourable  means,  such  as  eaves-drop- 
ping, to  gratify  its  yearnings. 

The  objects  of  curiosity  vary  with  the  extent  of  our  ex- 
perience, our  surroundings,  and  the  degree  of  mental  deve- 
lopment to  which  we  have  attained.  The  teacher  must  not 
expect  a  child  to  be  curious  about  the  same  things  as  an 
adult.  The  knowledge  which  we  instinctively  seek  is  that 
which  affords  the  best  exercise  for  the  powers  we  at  the  time 
possess.  In  the  earlier  stages  of  education,  the  curiosity  is 
most  strongly  aroused  by  appeals  to  the  senses;  in  the  later 
stages,  by  appeals  to  the  imagination  and  reason. 

Children  are  oflen  injudiciously  discouraged  by  thought- 
less parents  and  teachers  from  asking  questions.  Idle  and 
silly  questions  should,  of  course,  always  be  discouraged ;  but 
thoughtful  questions,  proceeding  from  a  real  desire  to  learn, 
should  be  carefully  answered.  It  has  been  admirably  said 
that  the  instinct  of  curiosity  is  '  the  great  instrument  nature 
has  provided  to  remove  that  ignorance  children  were  born 
with.'  If  so,  to  refuse  it  satisfaction  is  as  unnatural  as  to 
jk   refuse  a  child  bodily  food  when  he  is  hungry. 
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It  IS  not  always  easy  to  answer  children's  questions. 
When  the  teacher  is  unable  to  answer  them,  let  him  say  so. 
He  will  not  sink  in  their  estimation  by  not  affecting  om- 
niscience.    Evasive  answers  are  quickly  seen  through. 

The  love  of  knowledge  for  its  own  sake  is  one  of  the 
purest  motives  by  which  a  child  can  be  actuated  in  ac- 
quiring knowledge,  and  should  be  jealously  protected  from 
competition  with  lower  motives,  such  as  desire  of  distinc- 
tion, love  of  approbation,  etc.  It  is  capable  of  sustaining 
the  highest  acts  of  self-sacrifice,  and  can  be  relied  on  when 
all  other  motives  to  endeavour  have  ceased  to  operate. 
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CHAPTER  V. 
MOTIVES. 

Sympathy  may  be  felt  by  children,  both  with  the 
teacher  and  with  their  fellow-learners.  If  the  teacher  be 
deeply  interested  in  his  work,  his  interest  is  almost  sure  to 
communicate  itself  to  his  class.  A  lesson  given  in  a  dull, 
perfunctory  way,  as  though  by  an  automaton  addressing 
automata,  must,  of  necessity,  fail  to  gain  the  volatile  atten- 
tion of  children.  They  are  what  the  teacher  is.  If  he  be 
bright  and  active,  they  reflect  his  brightness  and  activity ;  if 
he  be  dull  and  lethargic,  they  reproduce  his  dullness  and 
lethargy.  The  teacher  will  do  well  to  remember  the  maxim 
of  Horace — *  If  thou  wishest  me  to  weep,  thou  must  begin 
by  weeping  thyself.'  He  should  also  take  advantage  of 
what  has  been  called  *  the  sympathy  of  numbers,*  by  which 
a  wave  of  feeling  passing  over  a  body,  increases  in  power  in 
proportion  to  the  number  affected  by  it.  The  children  who 
are  interested  must  be  used  as  levers  to  move  those  who  are 
not ;  care  being,  of  course,  taken  not  to  nurse  pride  in  the 
forward  or  dispirit  the  backward. 

The  perception  of  utility  cannot  be  largely  used 
with  very  young  children,  implying,  as  it  does,  the  recogni- 
tion of  the  remoter  advantages  of  knowledge.  But  children 
soon  begin  to  see  some  of  the  uses  to  which  knowledge  can 
be  put,  and,  as  soon  as  they  can,  they  take  a  greater  interest 
in  what  they  are  called  upon  to  learn.  It  is  not  surprising 
that  they  cannot  fix  their  attention  on  difficult  subjects,  of 
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which  they  cannot  see  the  utility.  Point  out  to  them  the 
uses  to  which  the  knowledge  they  are  acquiring  can  be  put ; 
show  them,  for  instance,  that  arithmetic  will  enable  them  to 
make  out  their  father's  bills,  and  mensuration  to  measure  his 
work,  and  so  on ;  and  you  will  find  that  they  will  be  im- 
pelled to  give  their  attention  to  these  subjects  with  an  ear- 
nestness which  they  would  not  command  apart  from  theii 
practical  application.  In  subjects  that  admit  of  it,  like 
arithmetic,  no  new  rule  should  be  taught  until  the  need  of  it 
is  felt,  as  when  a  problem  can  be  no  longer  worked  in  the 
head,  or  by  rules  with  which  the  pupil  is  familiar.  Similarly 
no  new  word  should  be  taught  till  it  is  needed. 

Again,  with  regard  to  conduct,  children  will  submit  to 
rules  far  more  readily,  if  they  see  their  utility.  We  cannot, 
of  course,  wait  for  their  obedience  until  it  is  spontaneous ; 
they  must  obey,  in  many  cases,  in  mere  deference  to  autho- 
rity, relying  on  the  judgment  of  the  teacher ;  but  it  is  often 
worth  while  to  explain  the  object  of  a  rule,  and  to  show  its 
practical  utility.  Intelligent  obedience  is  a  far  higher  result 
than  blind  mechanical  obedience. 

Hmulation,  or  the  desire  of  excelling,  is  a  powerful 
stimulus  to  exertion,  but  it  should  be  kept  under  careful 
control  and  wisely  directed,  otherwise  it  will  inevitably 
create  bad  feeling,  minister  to  vanity,  and  tempt  children  to 
have  recourse  to  unfair  means  to  obtain  an  advantage  over 
their  rivals.  Its  dangerous  tendencies  should  be  counter- 
poised by  the  cultivation  of  high  moral  motives,  such  as 
generosity  and  honour.  When  employed  as  a  motive  to 
stimulate  the  desire  of  moral  superiority,  it  neutralises  much 
of  the  evil  which  the  desire  of  mere  intellectual  superiority 
is  apt  to  engender.  The  child  is  then  made  to  feel  that 
moral  is  superior  to  intellectual  distinction,  and  that  no  dis- 
tinction is  of  any  value  that  is  not  achieved  by  worthy 
means. 
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The  love  of  approbation  is  another  powerful  stimu- 
lus to  intellectual  exertion  and  to  good  conduct,  but,  like 
emulation  and  the  fear  of  censure,  requires  to  be  applied 
with  very  great  care  on  the  part  of  the  teacher.  It  may 
encourage  evil  as  well  as  good,  and,  by  improper  associa- 
tions, completely  invert  the  whole  moral  code.  Another 
danger  attending  it  is,  that,  by  holding  out  praise  as  the  end 
of  exertion,  it  may  foster  vanity. 

In  awarding  praise  the  teacher  will  do  well  to  observe 
the  following  principles  : — 

1.  Do  not  praise  mere  ability,  but  honest  effort.  Some 
children  have  exceptional  natural  gifts,  and  have  enjoyed 
exceptional  home  advantages ;  others  have  not  been  so  for- 
tunate. Praise  every  child  who  diligently  strives  to  make  a 
good  use  of  such  abilities  and  advantages  as  he  possesses. 

2.  Let  your  praise  be  administered  steadily  and  sys- 
tematically, so  that  your  pupils  may  not  be  disappointed  of 
the  reward  which  they  have  deserved,  and  to  which  they 
have  naturally  looked  forward. 

3.  Let  your  praise  be  awarded  to  moral  as  well  as  intel- 
lectual success,  otherwise  you  will  lead  your  pupils  to 
believe  that  the  latter  is  of  more  importance  than  the  former. 

4.  Let  your  praise  be  proportioned  to  the  degree  of 
excellence  which  you  commend.  If  your  praise  be  ex- 
cessive, it  will  tend  to  create  a  low  standard  of  excellence, 
and  will  be  valued  in  proportion  to  its  cheapness ;  if  it  be 
stinted  or  grudgingly  bestowed,  it  will  discourage  effort.  It 
is  better,  however,  to  err  on  the  side  of  excess  than  on  that 
of  defect.  The  belief  that  you  are  anxious  to  do  the  fullest 
justice  to  real  effort  will  itself  become  a  stimulus  to  effort. 

5.  Be  always  on  the  look  out  for  signs  of  amendment  in 
your  pupils,  so  as  to  encourage  endeavour  at  those  critical 
moments  when  it  most  needs  support.  In  such  cases  pri- 
vate praise  will  often  be  found  of  great  service,  as  it  will 
afford  you  opportunities  for  observations  which  it  might  be 
Jnexpedient  to  make  in  public. 
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6.  Praise  publicly  exceptional  excellence,  especially 
such  excellences  as  you  desire  to  see  generally  cultivated. 

7.  In  criticising  exercises,  of  which  the  value  may  be 
estimated  numerically,  the  publication  of  the  marks  is  the 
most  satisfactory  mode  of  encouraging  the  successful  and 
stimulating  those  who  are  not.  It  has  the  further  advan- 
tage of  admitting  of  nicer  discriminations  than  any  mode  of 
classifying-papers,  as  *  excellent,' '  good,'  *  fair,'  etc. 

8.  Try  to  get  parents  to  take  an  interest  in  the  progress 
of  their  children,  so  that  the  approbation  and  censure  of 
home  may  come  to  the  support  of  the  teacher's  praise  and 
blame. 

The  fear  of  censure  is  a-motive  which  requires  to  be 
regulated  by  much  the  same  principles  as  the  love  of  appro- 
bation. Censure  should  be  just,  discriminative,  and  free 
from  bitterness.  If  indulged  in  too  freely  it  loses  its  power, 
and  creates  a  bad  feeling  between  a  teacher  and  his  pupils, 
which  will  aggravate  the  evils  against  which  it  is  directed. 
In  every  case  of  wrong-doing,  in  which  censure  is  necessary, 
do  not  be  content  with  mere  reproof ;  appeal  to  the  offen- 
der's moral  sense,  and  try  to  get  him  to  see  the  real  nature 
of  his  offence  and  the  justice  of  your  condemnation.  If  he 
abstain  from  the  offence  merely  because  you  condemn  it, 
there  is  a  risk  lest  his  moral  obligations  to  do  right  should 
lose  their  proper  force  when  he  is  removed  from  under  your 
control. 

Avoid  ridicule,  except  in  those  cases  where  the  offence 
arises  out  of  an  exaggerated  self-esteem.  Vanity  and  con- 
ceit may  sometimes  require  to  be  lowered  by  a  little  good- 
humoured  satire;  but  ridicule  is,  as  a  rule,  a  dangerous 
remedy  to  employ.  Children  feel  a  laugh  at  their  expense 
more  keenly  than  what  might  seem  far  severer  modes  of 
punishment. 

Rewards  and  punishments.-— All  laws  of  govern- 
ment should  be  for  the  benefit  of  the  governed^  so  that 
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advantage  may  ensue  from  their  observance,  and  loss  or  in- 
jury from  their  violation.  This  rule  is  invariably  observed  in 
the  Divine  laws,  as  set  forth  both  in  revelation  and  in  nature. 
In  some  cases  the  advantages  resulting  from  the  observance 
of  those  laws,  and  the  disadvantages  resulting  from  their 
violation,  are  immediate  ;  in  others,  they  are  remote ;  but  in 
all  cases  the  laws  are  enforced  not  as  arbitrary  expressions 
of  the  Supreme  Will,  but  because  good  is  essentially  bound 
up  with  their  observance,  and  evil  with  their  violation. 

A  system  of  government  by  rewards  and  punishments, 
therefore,  has  the  highest  of  all  sanctions.  It  is  the  system 
by  which  God  himself  deals  with  mankind.  He  is  ever 
rewarding  the  good  and  punishing  the  wicked,  and  he  dis- 
tinctly seeks  to  influence  our  conduct  by  the  attraction  of 
rewards  and  the  deterrent  influence  of  punishments. 

It  is  sometimes  said  that  we  ought  to  do  good  for  its 
own  sake,  and  shun  evil  simply  because  it  is  evil ;  but  this 
is  really  to  admit  the  legitimacy  of  rewards  and  punishments, 
for  good  is,  to  a  certain  extent,  its  own  reward,  and  evil  its 
own  punishment. 

As  a  matter  of  practice,  the  natural  advantage  of  right 
conduct,  and  the  natural  disadvantage  of  bad  conduct,  are 
not  always  so  obvious  as  to  secure  instant  obedience,  and  it 
becomes  necessary,  therefore,  to  superadd  to  the  natural 
consequences  of  conduct  certain  artificial  rewards  and  pun- 
ishments. When  we  violate  a  law  of  nature — as,  for  instance, 
when  we  neglect  the  laws  of  health — the  punishment  is  im- 
mediate :  we  suffer  pain  and  sickness.  When  we  violate  a 
moral  law,  the  natural  consequences  of  our  misconduct  are 
not  so  obvious,  and  are  only  imperfectly  apprehended  ;  we 
see  only  one  or  two  links  of  an  endless  chain  of  evil ;  hence 
it  becomes  necessary  to  attach  to  such  laws  what  may  be 
called  arbitrary  rewards  and  punishments,  as  distinguished 
from  such  as  are  natural  or  self-acting. 

Children  are  often  unable  to  see  the  real  object  of  the 
rules  to  which  they  have  to  submit,  and,  in  their  case,  it  is 
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especially  necessary  to  strengthen  the  essential  obligations 
of  the  rules  by  the  incentive  of  reward,  and  the  deterrent 
influence  of  punishment.  By  invariably  associating  in  their 
minds  pleasure  with  right-doing  and  pain  with  wrong-doing, 
we  secure  obedience,  until  the  habit  is  formed  and  higher 
motives  have  had  time  to  come  into  play.  Praise  and  cen- 
sure being  forms  of  reward  and  punishment,  the  same  rules 
that  apply  to  them  are,  for  the  most  part,  applicable  to  re- 
wards and  punishments. 

1.  Reward,  not  for  the  possession  of  gifts,  but  for  the  use 
made  of  them.  Similarly  do  not  punish  a  child  for  stupidity, 
but  for  the  neglect  or  misuse  of  such  gifts  as  he  has. 

2.  In  bestowing  rewards  and  punishments  pay  strict  re- 
gard to  justice,  and  try  to  prevent  your  judgment  from  being 
influenced  by  personal  feelings. 

3.  In  punishing,  err  on  the  side  of  mercy  rather  than 
severity. 

4.  Take  care  that  your  pupils  do  not  make  the  obtaining 
of  rewards  and  the  escape  of  punishment  the  end  of  their 
obedience. 

5.  Take  care  that  they  do  not  regard  punishments  as 
setting  them  free  to  repeat  their  offences. 

Rewards  may  assume  various  forms,  e.g,  the  taking  ot 
places  in  class,  appointment  to  offices  of  trust,  certificates, 
and  material  rewards  or  prizes. 

The  taking  of  places  has  one  great  advantage  over 
prizes  :  it  gives  to  every  boy  a  chance  of  comparative  dis- 
tinction, and  is  a  daily  measure  of  progress. 

The  taking  of  places  may  be  for  a  given  period — in  which 
case  they  ought  to  be  assigned  for  good  conduct  and  pro- 
gress during  a  given  period  ;  or,  it  may  be,  for  only  so  long 
as  superiority  can  challenge  them.  The  former  plan  has  the 
advantage  of  securing  continuous  effort ;  the  latter,  of  con- 
necting desert  with  immediate  reward. 
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In  order  that  plaoles  may  be  valued,  they  should  not  be 
capriciously  assigned.  Allowance  should  be  made  for  the 
timidity  which  prevents  some  children  from  doing  themselves 
full  justice,  especially  in  oral  examinations ;  but  imperfect 
answers,  that  require  to  be  eked  out  or  corrected  by  the 
teacher,  though  they  may  deserve  commendation,  should  not 
rank  with  complete  and  independent  answers. 

Appointment  to  offices  of  trust  is  an  admirable  re- 
ward for  moral  excellence;  e^,  truthfulness,  steadiness,  trust- 
worthiness, and  honesty.  It  sometimes  does  good  to  a  boy 
possessing  ability,  but  a  weak  character,  to  put  him  in  some 
post  of  trust,  the  confidence  reposed  in  him  becoming  to 
him  a  powerful  incentive  to  deserve  it ;  but  great  care  should 
be  taken  not  to  expose  authority  to  contempt,  nor  to  shock 
the  sense  of  justice  in  his  companions,  by  seemingly  capri- 
cious and  undeserved  preferment. 

Certificates  can  often  be  given  when  prizes  cannot  be 
afforded.  They  have  the  advantage  of  being  open  to  all, 
and  if  they  specify  the  precise  respects,  whether  intellectual 
or  moral,  in  which  the  pupils  have  distinguished  themselves, 
they  are  a  valuable  means  of  interesting  parents  in  the  pro- 
gress of  their  children. 

Prizes,  if  given  at  all,  should  be  sufficiently  numerous 
to  be  within  the  reach  of  all  who  deserve  them,  should  be 
given  for  effort  and  not  merely  for  success,  and  should  be 
assigned  on  definite  and  well-known  grounds.  If  prizes  are 
too  common  they  lose  their  value  as  distinctions  ;  if  too  few, 
they  fail  to  stimulate  the  whole  class.  Every  class  should  be 
broken  up  into  sections,  and  prizes  given  for  distinction  in 
each.  The  principles  on  which  prizes  are  assigned  should 
be  well  known,  in  order  that  the  children  may  know  precisely 
what  excellences  to  aim  at 

Punishments  have  a  two-fold  object;  viz.  (i)  the 
reformation  of  the  offender,  and  (2)  the  deterring  of  others 
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from  the  commission  of  his  offence.  The  following  principles 
are  selected  from  those  laid  down  by  Bentham  for  the  regu- 
lation of  the  infliction  of  punishments  : — 

1.  The  punishment  of  an  offence  should  exceed  the 
apparent  advantage  of  committing  the  offence. 

2.  The  greater  the  offence,  the  greater  should  be  the 
pains  taken  to  secure  its  punishment. 

3.  When  there  are  several  ways  of  committing  an  offence, 
the  punishment  should  vary  with  the  mode  selected  by  the 
offender.  For  every  aggravation  in  the  circumstances  there 
should  be  a  corresponding  increase  in  the  punishment. 

4.  Punishment  should  never  be  greater  than  what  is 
needed  to  prevent  the  offence. 

5.  Regard  should  be  paid  to  the  sensibility  of  the  offen- 
ders, as  dependent  on  age,  sex,  position,  health. 

6.  Punishments  should  be  increased  in  magnitude  as  the 
detection  of  the  offence  is  uncertain  or  remote. 

7.  When  the  offence  is  not  an  isolated  act,  but  an  act 
indicating  the  existence  of  a  habit,  the  punishment  should 
outweigh  the  apparent  advantages,  not  merely  of  the  act,  but 
of  the  habit 

8.  Though  a  punishment,  as  in  the  case  of  expulsion, 
does  not  admit  of  graduation,  and  may,  therefore,  be  some- 
times in  excess  of  the  offence  which  has  been  committed,  it 
may  be  expedient  to  use  it 

With  regard  to  the  selection  of  punishments,  Bentham 
says  they  should,  among  other  qualities,  possess  as  far  as 
possible  the  following : — 

1.  Variability  ;  they  should  admit  of  degrees. 

2.  Equability  ;  they  should  admit  of  equal  application 
under  all  circumstances. 

3.  Adequacy  to  the  offence  committed. 

4.  Special  suitability  to  the  natiure  of  the  offence. 

5.  Exemplarity  ;  they  should  be  impressive, 

6.  Subserviency  to  reformation. 

o  2 
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7.  Public  popularity ;  they  should  not  excite  public 
sympathy  in  favour  of  the  offender. 

8.  Remissibility ;  in  case  of  repentance  or  miscarriage  of 
justice.' 

After  laying  down  these  somewhat  elaborate  principles, 
the  writer  is  strongly  inclined  to  say  to  teachers,  *  And  thus 
having  shown  you  when  to  punish  and  how  to  punish,  let 
me  advise  you  to  have  as  little  to  do  with  punishment  as 
you  can  help.'  See  if  you  cannot  by  moral  suasion,  by  pre- 
caution, by  improved  methods  of  organization  and  instruc- 
tion, and  by  the  bonds  of  affection  established  between  you 
and  your  pupils,  prevent  the  occasion  of  offences,  and  there- 
by the  necessity  for  punishment.  If  you  must  punish,  try 
the  effects  of  light  punishments,  such  as  rebuke,  loss  of  marks 
or  place,  detention  after  school  hours,  etc.,  before  having  re- 
coiurse  to  severer  punishments.  You  will  be  a  good  teacher 
in  proportion  to  your  ability  to  dispense  with  punishments. 
Few  things  have  more  hindered  the  art  of  education  than 
the  abuse  of  punishments.  Teachers  have  depended  on  the 
efficacy  of  punishment  when  they  ought  to  have  sought  for 
remedies  in  their  own  conduct,  and  in  their  methods  of  in- 
struction and  discipline. 

Impositions  are  a  safe  mode  of  punishment,  and  are 
specially  suitable  for  such  offences  as  truancy,  lateness,  in- 
attention, and  neglect  of  home-lessons.  It  is  urged  against 
their  employment  that  they  disgust  children  with  learning,  by 
associating  it  with  painful  recollections ;  but  this  objection 
lies  with  more  or  less  force  against  all  punishments  for 
neglect  of  school  duties.  The  painful  recollections  are  asso- 
ciated with  the  cause  as  well  as  with  the  mode  of  punishment. 

There  would  seem  to  be  a  special  fitness  in  punishing 
truancy  and  lateness  by  impositions  to  be  done  in  the  pupil's 

'  See  a  valuable  article,  entitled  *  Education  as  a  Science,'  by  Pro- 
fessor Bain  in  Mind,  No.  xii.,  to  which  the  writer  is  deeply  indebted 
for  the  foregoing  selection  from  Bentham*s  *  Penal  Code.' 
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leisure.  It  is  only  reasonable  that  the  time  he  has  taken 
from  work  should  be  compensated  for  by  time  taken  from 
play. 

Corporal  punishment  may  be  necessary  in  certain 
extreme  cases,  such  as  grave  offences  against  morality,  lying, 
theft,  cruelty,  bullying,  insubordination,  bad  language,  etc, 
but  it  should  never  be  resorted  to  by  young  pupil-teachers, 
and  very  rarely  by  teachers  of  experience.  The  commoner 
it  is,  the  less  effective  it  is.  If  absolutely  indispensable,  it 
should  be  administered  by  the  head-teacher  in  private,  or 
with  only  a  few  witnesses.  Public  corporal  punishment  has 
a  tendency  to  brutalise  all  who  take  part  in  it  and  witness  it, 
and  is  less  effective  as  a  deterrent  to  others  than  a  punish- 
ment which  is  unseen.  Moreover,  there  is  less  risk,  when 
the  punishment  is  inflicted  in  private,  that  the  offender  will 
assume  a  tone  of  bravado,  and  that  the  punisher  will  engage 
in  an  unseemly  contest  with  him. 

Hxpulsion  should  only  be  resorted  to  when  the  in- 
terests of  the  whole  school  render  it  necessary.  When  a 
limb  has  begun  to  mortify  it  is  necessary  to  amputate  it,  lest 
the  mortification  should  extend  to  the  sound  parts  of  the 
body ;  and  so  in  a  school,  if  a  child  be  guilty  of  grave 
offences  that  are  likely  to  spread,  it  is  better  that  the  child 
should  be  cut  off  than  that  the  whole  body  should  suffer.  A 
moral  classification  of  children  is  necessary  as  well  as  an  in- 
tellectual classification.  If  care  should  be  taken  to  prevent 
children  from  consorting  with  bad  associates  out  of  school, 
they  ought  not  to  be  compelled  to  consort  with  such  asso- 
ciates in  school.  This  point  has  not  yet  been  sufficiently 
attended  to.  Very  vicious  children,  who  have  shown  them- 
selves not  amenable  to  the  ordinary  means  of  correction, 
should  be  sent  to  reformatories  organised  with  special  regard 
to  the  moral  classification  of  the  offenders  sent  to  them. 

At  the  same  time,  it  should  not  be  forgotten  that  expu^^^ 
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sion  is  an  admission  of  failure  on  the  part  of  the  teacher. 
He  should,  therefore,  be  slow  in  having  recourse  to  it,  and 
should  often  say,  *  Is  there  no  other  way  left  that  I  have  not 
tried?'  before  coming  to  the  conclusion  that  a  child's  refor- 
mation under  his  hands  is  hopeless.  It  may  be  that  in  ex- 
pelling a  vicious  child  he  deprives  him  of  the  only  chance 
of  his  amendment,  and  this  is  a  grave  responsibility  to 
assume. 


V 
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CHAPTER  VI. 
HABIT. 

Our  characters  are  partly  determined  by  instincts  and  apti- 
tudes which  we  inherit,  and  partly  by  habits  which  we  have 
acquired.  The  former  deserve  attention  on  the  part  of 
parents,  but  it  is  to  the  latter  that  the  teacher's  attention 
should  mainly  be  given.  It  has  been  said  that  a  man  is  only 
*  a  bundle  of  habits,'  as  though  after  a  certain  point  of  life 
had  been  reached,  the  will  was  either  not  used  at  all,  or  if 
used,  used  only  in  accordance  with  rules  established  by 
habit.  There  is  a  certain  amount  of  truth  in  this  statement, 
all  of  us  being  more  or  less  the  slaves  of  habit;  but  it  is  im- 
portant to  observe  that  we  were  not  always  bundles  of  habits. 
Wi  were  once  bundles  ofinsitnctSy  and  our  habits  have  grown 
out  of  the  modes  in  which  these  instincts  have  been  trained 
or  left  to  develop  themselves  without  training. 

Habit  is  mainly  dependent  on  four  principles,  viz. : — 

1.  The  mental  principle  of  association', 

2.  Repetition-, 

3.  The  mental  principle  oi concentration-, 

4.  The  physiological  principle  of  nutrition. 

In  the  manual  on  *  Memory '  we  may  see  how,  if  any  group 
of  ideas  or  feelings  be  frequently  associated,  one  invariably 
calls  up  the  other;  so  that  the  group  has  a  tendency  to  per- 
petuate itself.  We  are  urged,  with  a  force  proportionate  to 
the  frequency  and  length  of  the  association,  and  to  the  amount 
of  attention  which  we  have  given  to  it,  to  think,  feel,  and  will, 
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and  do  what  we  have  been  accustomed  to  think,  feel,  and 
will  and  do. 

This  tendency  exerts  its  most  powerful  influence  on  oiu* 
character  during  that  part  of  our  lives  which  is  marked  by 
growth  and  development.  During  this  period,  which  we 
may  call  the  plastic  period,  every  part  of  our  body  is  under- 
going a  rapid  and  continual  process  of  reconstruction,  and 
hence  readily  admits  of  considerable  modification.  When 
the  period  of  full  development  (which  is  later  in  the  case  of 
men  than  of  any  other  animal)  is  attained,  this  capacity  for 
modification  ceases.  The  bodily  frame  and  the  mental  and 
moral  character  set  Thenceforward  our  various  powers 
undergo  little  change.  The  formative  influences  that  have 
been  at  work  upon  us  cease,  and  nutrition  is  solely  devoted 
to  maintaining  the  organs  of  the  body  in  the  form  to  which 
they  have  attained.  All  exertion,  whether  of  body  or  mind, 
involves  a  waste  of  bodily  tissue,  which  must  be  compensated 
by  fresh  nutriment  capable  of  being  built  up  into  the  fabric 
of  the  body.  If  the  exertion  be  gradually  increased  in 
amount,  and  if  the  proper  nutriment  be  supplied  in  due 
proportion  to  it,  the  organ  involved  will,  within  certain 
limits,  increase  in  strength,  and  will  gro7v  to  the  special  work 
which  it  has  to  discharge.  So  that,  while  associated  ideas 
and  feelings  and  acts  tend  to  perpetuate  themselves  by  the 
simple  law  of  neighbourhood,  the  nutrition  of  the  organs 
involved  facilitates  their  repetition. 

Association. — Long  before  a  child  can  reason  about 
right  and  wrong,  and  see  the  advantage  of  this  course  or  the 
disadvantage  of  that,  his  habits  begin  to  form.  The  habits 
of  order  and  regularity,  for  instance,  are,  to  a  certain  extent, 
the  result  of  the  orderly  and  regular  treatment  to  which  we 
were  subjected  in  early  infancy.  And,  even  later  in  life,  our 
habits  are  largely  moulded  by  the  fixed  routme  which  our 
particular  position  in  life  compels  us,  it  may  be  in  a  mecha- 
nical way,  to  conform  to. 
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The  habit  of  punctuality  fonned  by  requiring  children  to 
come  to  school  in  good  time  will,  in  all  probability,  follow 
them  to  the  end  of  their  days. 

£xample,  praise,  censure,  rewards,  and  punishments  all 
operate  by  association.  What  we  invariably  see  done  and 
hear  done  in  particular  circumstances,  more  especially  by 
those  we  love  and  look  up  to,  presents  itself  to  our  minds 
whenever  we  find  ourselves  placed  in  similar  circumstances. 
Our  first  ideas  of  right  and  wrong  are  mainly  derived  from 
the  praise  and  censure,  the  rewards  and  punishments  asso- 
ciated with  them. 

Hence  the  vast  importance  of  setting  a  good  example 
before  children,  and  of  wisely  distributing  our  praise  and 
blame  in  exact  accordance  with  the  moral  character  of 
actions.  The  former  is  a  more  powerful  influence  even  than 
the  latter,  good  example  exhibiting  virtue  in  action^  showing 
thereby  its  feasibility  and  its  mode  of  exercise,  and  appealing 
to  the  mind  through  the  senses. 

Repetition  not  only  deepens  the  association  of  ideas, 
but  contributes  to  strengthen  the  faculty  or  organ  concerned 
in  repeating.  It  may  obviously,  like  association,  tend  to  the 
formation  of  good  or  bad  habits,  its  effects  being  entirely 
independent  of  the  moral  character  of  actions. 

For  this  reason  single  actions,  which  may  lead  to  perma- 
nent habits,  should  be  carefully  watched,  especially  in  the 
earlier  stages  of  life.  They  should  be  regarded  as  the  first 
links  in  possible  chains  of  habit,  and  should  be  estimated, 
not  by  their  gravity  as  intrinsic  acts,  but  by  the  character  and 
consequences  of  the  habits  of  which  they  may  prove  the  be- 
ginnings. The  first  falsehood,  the  first  theft,  the  first  act  of 
cruelty,  the  first  exhibition  of  temper,  have  a  fearful  signifi- 
cance when  considered  in  connection  with  the  habits  to  which 
they  may  lead.  On  the  other  hand,  the  first  exhibitions  of 
virtuous  inclination  to  active  good,  and  of  moral  courage  in 
the  resistance  of  temptation,  should  be  carefully  encouraged 
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as  the  beginnings  of  a  noble  character.  It  is  just  when  the 
little  seedling  is  disclosing  its  first  tender  leaves  that  it  needs 
fostering.  Then  also,  if  it  be  a  weed,  is  the  best  time  for 
eradicating  it.  Left  in  the  soil,  it  will  not  only  occupy  space 
that  might  be  better  employed,  and  rob  surrounding  good 
plants  of  their  nourishment,  but  it  will  strike  deep  roots  which 
may  defy  your  power  to  disengage  them,  and  which,  in  any 
case,  will  not  quit  the  soil  without  costly  effort. 

The  first  endeavour  to  do  anything  is  always  that  which 
costs  greatest  effort.  Hence  the  teacher  should  minimise  the 
effort  requisite  in  the  early  stages  of  the  formation  of  a  good 
habit,  and  should  associate  with  it  advantages  sufficiently 
powerful  to  counteract  dissuasive  tendencies.  These  advan- 
tages should  be  such  as  young  children  can  appreciate.  It 
is  unreasonable  to  expect  very  young  children  to  be  affected 
by  such  remote  advantages  as  success  in  after-life,  fame, 
fortune,  and  position.  They  would  prefer  a  sweetmeat  to 
the  fame  of  a  Wellington. 

An  important  element  in  the  formation  of  habit  is  Time. 
Good  habits  are  not  formed,  nor  bad  habits  unlearned,  in  a 
day.  The  Latin  proverb  says  that  '  No  one  suddenly  be- 
comes very  wicked.'  It  is  equally  true  that  nobody  suddenly 
becomes  very  good.  It  necessarily  follows  that,  if  habits  be 
dependent  on  association  and  repetition,  we  must  afford  the 
time  wliich  both  require.  Hence  the  teacher  must  hot  be 
discouraged,  nor  allow  his  pupils  to  be  discouraged,  by  slow 
progress.  Slow  progress  is,  from  the  nature  of  the  case, 
inevitable.  The  formation  of  a  good  habit  is  a  growth,  just 
like  the  growth  of  the  body  as  a  whole;  the  abandonment  of 
a  bad  habit  is  a  decay,  just  like  the  decay  of  the  body  as  a 
whole.  It  is  true  practices  may  be  suddenly  commenced, 
and  suddenly  broken  off,  but  the  inward  desire  which  dictates 
conduct  must  have  time  to  develop  or  die,  as  the  case  may 
be,  before  the  new  practice  will  become  perfectly  natural 
The  reformed  drunkard  feels  the  craving  aftei?  alcohol  long 
^er  he  has  given  up  the  habit  of  drinking.     '  '  ''  -^ 


CONCENTRATION.  203 

Concentration,  itself  a  habit,  is  of  the  greatest  assist- 
ance in  the  formation  of  other  habits.  We  all  know  how 
much  more  readily  we  learn  to  do  a  thing  when  we  set  our- 
selves to  learn  it  with  all  our  heart  and  might  Concentra- 
tion operates  partly  by  securing  the  necessary  repetition, 
and  partly  by  applying  the  whole  energy  at  our  command, 
instead  of  allowing  that  energy  to  be  divided  over  a  wide 
variety  of  pursuits,  and  so  weakened  for  any  one  in  par- 
ticular. We  have  not  an  unlimited  amount  of  energy,  and 
that  part  of  it  which  is  consumed  in  one  kind  of  work  is 
taken  away  from  another.  When  the  mind,  for  instance,  is 
actively  engaged  the  digestion  suffers,  and  when  the  digestive 
organs  are  actively  engaged  the  mind  loses  some  of  its 
power.  Great  bodily  fatigue  leaves  the  mind  incapable  of 
active  exertion;  great  mental  exhaustion  depresses  the 
whole  body. 

What  has  been  said  on  the  subject  of- attention  (which  is 
a  particular  form  of  concentration,  viz.  lack  of  conscious- 
ness) applies  to  concentration  generally.  All  sources  of 
distraction  should  be  removed ;  the  objects  of  endeavour 
should  be  few  and  mutually  compatible  ;  advantage  should 
be  taken  of  the  momentum  of  natural  inclination ;  the  strain 
involved  should  not  be  too  severe  or  protracted ;  the  ener- 
gies should  be  employed  when  they  are  at  their  fullest 
vigour;  and  earnest  and  sustained  endeavour  should  be 
encouraged  and  rewarded  as  meritorious,  quite  apart  from 
any  outward  success  which  may  attend  it. 

The  power  of  concentration  which  different  children  pos- 
sess varies  very  widely.  Some  children  seem  almost  inca- 
pable of  any  sustained  effort ;  others  are  only  with  difficulty 
torn  away  from  any  occupation  in  which  they  are  deeply  in- 
terested. So  again,  some  are  easily  distracted ;  while  others 
appear  to  be  entirely  oblivious  to  everything  but  the  work  in 
hand,  and  can  work  undisturbed  amid  the  greatest  noise  and 
confusion.  The  secret  of  this  difference  is  to  be  foimd  in 
the  degree  of  interest  which  we  take  in  our  work^  in  the 
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nature  of  the  work  itself,  and  in  the  extent  to  which  we  have 
habituated  ourselves  to  disregard  the  sources  of  distraction. 
The  habit  of  concentration  is  greatly  promoted  by  occupa- 
tions that  do  not  allow  of  any  intermission  of  effort  without 
occasioning  failure  or  serious  inconvenience. 

Motives  to  be  utilised. — Conduct  depends  for  its 
character  very  much  upon  the  motives  by  which  it  is 
prompted.  The  same  action,  so  far  as  external  identity  is 
concerned,  may  assume  very  different  moral  aspects,  accord- 
ing as  its  motives  are  worthy  or  unworthy.  It  is  highly  im- 
portant, therefore,  that  in  the  endeavour  to  form  good 
habits  in  children  we  should  not  appeal  to  improper  mo- 
tives. The  motives  which  have  the  greatest  weight  with 
children  are  the  love  of  approbation,  the  fear  of  censure, 
emulation,  religious  motives,  and  prudential  considerations. 
These  must  be  appealed  to  with  due  regard  to  their  relative 
importance,  and  their  suitability  to  different  temperaments 
and  different  stages  of  development. 

The  love  of  approbation  and  the  fear  of  censure  have 
been  already  noticed  in  connection  with  discipline. 

Religious  motives  are  such  as  spring  out  of  the 
truths  of  religion,  and  are  powerful  in  proportion  to  the  ex- 
tent to  which  the  significance  of  those  truths  is  apprehended. 
Hence  the  close  connection  between  rehgious  instruction 
and  morality,  and  the  vast  importance  of  giving  children 
suitable  ideas  of  the  attributes  of  God,  so  that  they  may 
early  learn  to  love  and  fear  Him.  At  a  very  early  age 
children  are  capable  of  understanding  something  of  the 
goodness,  love,  justice,  and  power  of  God,  and,  as  the  expe- 
rience of  every  pious  family  shows,  of  being  powerfully  influ- 
enced in  doing  what  is  right  and  avoiding  what  is  wTong  by 
their  desire  to  obtain  His  approbation  and  escape  His 
censure. 

The  teacher  should  represent  all  duty,  no  matter  what 
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form  it  takes,  as  a  religious  duty,  as  something  of  which 
God  is  cognizant,  and  in  the  proper  performance  of  which 
He  is  pleased.  Nay,  duty  has  no  meaning  apart  from  Him. 
All  its  obligations  spring  ultimately  out  of  our  relations  to 
Him  as  the  Creator  and  Ruler  of  the  universe,  and  thence 
derive  their  obligatory  character. 

Every  religious  lesson  should  have  a  practical  side,  so 
that  children  may  see  how  truth  and  duty  go  together,  and 
learn  to  seek  goodness  not  in  words  and  sentiments  but  in 
action.  And,  conversely,  right  action  should  be  constantly 
connected  with  the  religious  truths  out  of  which  it  grows 
and  in  which  it  finds  its  most  powerful  motives.  When  the 
child  is  taught  that  God  is  a  God  of  truth,  he  should  be 
taught  to  love  and  practise  truthfulness;  and  when  he  is 
taught  to  love  truth,  he  should  be  carried  back  to  the  abso- 
lute truthfiilness  of  God,  and  to  our  many  obligations  to 
conform  our  conduct  to  His. 

Prudential  considerations. — In  the  earlier  stages  of 
education  we  are  obliged  to  trust  very  largely  to  example 
and  authority,  but  as  education  advances  it  is  expedient  to 
make  larger  and  larger  appeals  to  the  intelligence.  The 
perception  of  the  advantage  of  right  conduct,  and  the  disad- 
vantage of  wrong,  though  not  the  highest  motives  to  set 
before  a  child,  should  not  be  overlooked  as  a  means  of  in- 
fluencing his  conduct,  partly  because  right  and  wrong  can- 
not be  properly  understood  apart  fi-om  considerations  of 
utility,  and  partly  because  a  legitimate  self-interest  is  power- 
fully and  necessarily  influenced  by  these  considerations. 

It  is  perfectly  true  that  what  God  has  willed  must  be 
right,  because  He  willed  it  It  is  also  true  that  He  willed 
it  because  it  was  right  Hence,  though  the  mere  expression 
of  His  will  should  be  enough  to  secure  our  obedience,  the 
perception  of  the  love  and  wisdom  of  His  laws  will  tend  to 
render  our  obedience  more  cheerful,  thorough,  and  intelli- 
gent.   To  know  in  what  respects  His  laws  ate  thft 
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(Jitions  of  our  highest  welfare  must  increase  our  capacity 
and  desire  to  obey  them. 

We  must  take  care,  however,  to  subordinate  prudential 
considerations  to  higher  ones.  If  we  make  consequences 
the  exclusive  test  of  right  and  wrong,  we  stake  right  conduct 
upon  fallible  human  judgment,  and,  in  the  case  of  the 
young,  of  an  unenlightened  judgment.  Apart  from  all  pru- 
dential considerations,  children  should  be  taught  that  there 
is  an  inherent  nobility  and  beauty  in  virtue,  and  that  there 
is  an  inherent  baseness  and  ugliness  in  vice;  that  right  is 
right  because  it  is  the  will  of  God,  and  that  wrong  is  wrong 
because  it  is  contrary  to  the  will  of  God. 

Habits  to  be  cultivated. — Truthfulness  lies  at  the 
bottom  of  so  many  other  virtues  that  the  teacher  should 
take  special  pains  to  cultivate  it.  It  may  be  violated  by 
direct  and  deliberate  falsehood,  by  exaggeration,  by  sup- 
pression, by  equivocation,  by  disregard  of  promises  and 
engagements,  by  simulation,  i,e,  the  practice  of  what  is  not) 
by  dissimulation,  i.e,  the  concealment  of  what  is\  and  by 
connivance  at  falsehood. 

Children  are  often  tempted  to  tell  or  act  a  lie  from  a  fear 
of  the  consequences  of  telling  the  truth.  This  fear  will 
occupy  a  place  in  their  mind  proportionate  to  the  usual 
severity  of  the  teacher.  They  will  be  encouraged  to  tell  the 
truth,  if  he  be  not  unreasonably  severe,  and  if  he  show  a 
disposition  to  appreciate  the  moral  courage  involved  in 
their  confession.  At  the  same  time  they  ought  not  to  be  led 
to  suppose,  by  too  easy  a  forgiveness,  that  by  confession 
they  can  compound  for  offences. 

Exaggeration  frequently  arises  out  of  simple  inconsider- 
ateness,  desire  to  astonish,  and  vanity.  The  story  of  the 
boy  who'  told  his  mother  that  there  were  '  millions  of  cats '  in 
the  garden  is  well  known.  A  little  questioning  elicited  the 
fact  that  the  *  millions '  consisted  of  their  own  cat  and  two 
others.     The  teacher  himself  cannot  be  too  careful  in 
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stricdy^measuring  his  language  so  as  to  avoid  over-statement 
He  is  very  liable  to  ^dl  into  the  use  of  unguarded  language 
in  gratifying  the  love  of  the  marvellous  as  a  means  to  secure 
attention  in  extolling  virtues  which  he  wishes  to  encourage, 
and  in  condemning  practices  which  he  wishes  to  suppress. 

The  whole  truUi  is  sometimes  as  important  as  nothing 
but  the  truth,  A  child  claiming  the  credit  of  making  a  com- 
plete confession,  and  yet  keeping  back  a  part  of  the  truth, 
should  be  made  to  feel  that  he  is  guilty  of  a  double  offence, 
and  that  the  suppression  is  as  bad  as  an  actual  misrepre- 
sentation of  the  truth. 

Children  should  not  be  urged  to  make  promises  whic^ 
they  are  not  likely  to  keep,  lest  the  frequent  violation  of 
them  may  lead  them  to  think  lightly  of  the  violation  of  their 
word.  The  teacher  himself,  too,  should  be  strictly  faithful 
in  keeping  his  word.  Both  his  promises  and  threats  should 
be  rigidly  observed.  He  should  not  needlessly  indulge  in 
either,  there  being  so  many  circumstances  that  may  stand  in 
the  way  of  their  fulfilment  If  he  violate  his  word,  he 
should  be  careful  to  show  that  it  is  in  compliance  with  some 
higher  principle. 

Children  should  always  be  credited  with  truthfulness 
until  they  are  proved  untruthful.  Confidence  in  a  child  helps 
to  keep  him  truthful.  *  It's  a  shame  to  tell  Arnold  a  lie,' 
said  a  Rugby  boy,  alluding  to  the  head-master,  '  because  he 
always  believes  one.'  On  the  other  hand,  suspicion  makes 
the  food  it  feeds  on.  A  child  is  sometimes  tempted  to  con- 
sider himself  relieved  from  the  obligation  of  truthfulness 
when  his  character  for  truthfulness  is  unjustly  suspected. 
Distrust  is,  of  course,  one  of  the  natural  consequences  ot 
uutruthfulness,  and  a  powerful  dissuasive  from  it ;  but  it 
can  only  act  thus  when  it  follows  the  offence,  not  when  it 
precedes  it. 

Justice  consists  in  rendering  to  every  one  his  due  with- 
out being  biassed  by  partial  considerations  arising  out  otc^^ 
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own  teitiper,  Or  passions,  or  interest.  It  may  assume  one  of 
two  forms— viz.:— 

i.  Honesty^  which  consists  in  a  strict  regard  for  the  rights 
of  property  of  others;  or, 

2.  Candour y  which  shows  itself  in  judging  fairly  of  the 
character,  motives,  and  intentions  of  others. 

Honesty  is  not  a  natural  virtue.  A  child's  first  instinct 
is  to  appropriate  whatever  gives  it  pleasure  without  any 
regard  to  the  rights  of  others,  and  it  is  only  by  slow  degrees 
that  it  learns  wherein  the  rights  of  property  consist.  He  has 
to  learn  the  difference  between  meum  and  tuum^  first  of  all, 
by  association.  He  may  play  with  what  is  his  own;  he  must 
not  play  with  what  is  not  his  own,  and  so  on. 

Dishonesty  may  be  shown  in  appropriating  not  only 
material  objects  not  our  own,  but  knowledge  that  is  not  our 
own ;  in  not  restoring  or  endeavouring  to  restore  lost  pro- 
perty that  has  been  found;  in  borrowing  what  we  have  no 
prospect  of  repaying,  etc.  Children  need  be  taught  that  to 
steal  from  a  parent  is  as  wicked  as  to  steal  from  any  one 
else;  that  to  steal  other  objects  of  value  is  as  bad  as  to  steal 
money;  and  that  to  steal  a  little  thing  is  an  offence  in  its 
nature  precisely  identical  with  theft  on  a  large  scale. 

Much  moral  confusion  in  children's  minds  could  be 
avoided  by  the  teacher's  employment  of  plain  words  to  de- 
signate moral  offences.  Let  him  speak  of  theft  as  theft 
whatever  form  it  assumes.  Euphemisms  only  serve  to  lead 
children  to  misconceive  the  real  nature  of  misconduct.  Call 
theft  a  misappropriation  of  property,  and  it  loses  half  its 
repugnance.  A  child  is  ashamed  to  be  thought  a  thief,  but 
he  has  no  idea  of  what  is  meant  by  misappropriation. 

Candour  is  to  be  cultivated  by  occasional  appeals  to 

individual  children  to  judge  of  the  merits  of  their  compa- 

nions,  by  discouraging  the  unfair  imputation  of  motives  and 

wilful  inisrepresentations  of  conducl  \xx  ca&t:&  oC  dispute,  and 
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by  the  teacher's  exhibiting  the  virtue  in  his  own  conduct. 
He  should,  for  instance,  never  refuse  to  admit  the  existence 
of  real  excellence,  even  though  the  owner  of  it  may  be  un- 
satisfactory in  other  respects;  and  he  should  show  a  disposi- 
tion to  put  the  most  favourable  construction  on  a  child's 
conduct  and  intentions.  To  do  full  justice  to  the  ability  and 
virtues  of  rivals  is  not  an  easy  virtue,  and  the  exhibition  of 
it  in  a  child  should,  therefore,  meet  with  exceptional  en- 
couragement. Public  opinion  will  be  found  a  valuable  aid 
to  the  teacher  in  securing  candour.  A  body  is  less  likely 
than  an  individual  to  have  its  judgment  biassed  by  self- 
interest  Even  public  opinion,  however,  is  not  always  to  be 
trusted.  An  unpopular  child  very  often  fails  to  get  the 
justice  due  to  him,  simply  because  he  is  unpopular. 

Benevolence  is  that  virtue  which  disposes  us  to  pro- 
mote the  well-being  of  others.  It  is  closely  associated  with 
all  our  duties  which  relate  to  our  fellow-creatures.  If  we 
wish  well  to  others,  we  cannot  deceive  them  by  lying,  or 
injure  them  by  acts  of  injustice,  or  be  cruel  to  them.  The 
spirit  of  benevolence  is  violated  when  we  do  not  seek  to 
communicate  our  happiness  with  others;  when  we  refuse  to 
sympathise  with  them  in  their  troubles;  and  when  we  wan- 
tonly inflict  on  them  pain.  Children  should  be  encouraged 
to  share  their  pleasures  and  find  a  satisfaction  in  the  happi- 
ness of  others;  to  show  tender  consideration  for  the  weak, 
the  deformed,  the  suffering,  and  the  stupid ;  and  to  abstain 
from  rude  and  cruel  speeches  calculated  to  hurt  the  feelings 
of  those  to  whom  they  are  addressed,  from  practical  jokes, 
nick-naming,  and  from  all  forms  of  oppression  and  bullying. 
The  last-mentioned  offence  is  one  that  should  be  severely 
punished.  Cruelty  to  animals  is  closely  allied  to  it,  consist- 
ing, as  it  does,  in  taking  advantage  of  our  strength  or  ability 
to  inflict  pain  upon  a  creature  weaker  than  ovitSifcVN^'s*.  ^\. 
should  be  treated  with  a  similar  seventy.  1e?cc)»5\ex^  ^csv^^ 
take  advantage  of  lessons  in  Natuia\  'RvstoxY  X^  ca^^««sQ^ 
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cruelty  to  animals  and  to  explain  wherein  it  consists.  Chil- 
dren are  often  cruel  from  simple  ignorance  of  the  cruelty  they 
inflict  Religious  motives  should  also  be  appealed  to  for 
the  correction  of  this  vice.  There  is  no  stronger  dissuasive 
to  cruelty  than  the  consideration  that  God  is  a  God  of  love, 
and  that  His  love  extends  to  the  humblest  creatures  He  has 
made. 

He  prayeth  well  who  loveth  well 
Both  man  and  bird  and  beast. 
He  prayeth  best  who  loveth  best 
All  things  both  great  and  small; 
For  the  dear  God  that  loveth  us, 
He  made  and  loveth  all. 

The  Strongest  motives  to  benevolence  will  be  found  in 
the  sense  of  justice,  in  the  goodness  of  God,  and  in  actual 
experience  of  the  *  luxury  of  doing  good.' 

No  convenient  opportunity  should  be  thrown  away  of 
holding  up  to  the  admiration  of  children  the  conduct  of 
those  who  have  distinguished  themselves  as  benefactors  of 
their  race. 

Self-control  consists  in  the  subjection  of  our  instincts 
and  desires  and  temper  to  reason.  Children  are  specially 
liable  to  be  carried  away  by  impulses.  They  do  not  foresee 
consequences,  and  they  do  not  always  stop  to  consider  the 
moral  character  of  the  step  which  they  are  prompted  to  take. 
In  the  earlier  stages  of  their  education  we  guard  against  the 
dangers  of  this  liability  to  act  on  impulse  by  the  restraints  of 
authority;  but  no  education  is  satisfactory  that  does  not  aim 
at  enabling  a  child  to  ultimately  control  himself 

Authority  is  to  be  used  only  so  long  as  is  necessary  to 
give  reason  time  to  acquire  the  power  of  ruling  the  conduct. 
Hence,  as  impulse  comes  imder  subjection,  the  young  should 
enjoy  more  and  more  freedom.  They  should  no  longer  be 
directed  by  precepts  in  every  minute  detail  of  conduct,  but 
should  be  left  to  apply  pxincipVes  ioi  Xkecoselves,    They 
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should  be  suffered  to  encounter  temptations  such  as  they 
have  hitherto  been  exempt  from,  and  should  in  this  way  be 
gradually  disciplined  against  that  time  when  they  will  leave 
home  to  become  their  own  masters. 

Self  control  is  the  substilution  of  obedience  to  principles 
for  obedience  to  persons.  Hence  the  teacher  who  seeks  to 
cultivate  it  should  endeavour  to  get  his  pupils  to  base  their 
conduct  upon  principles. 

Temper. — In  few  things  is  self-control  seen  more  con- 
spicuously than  in  the  government  of  temper.  Some  of  the 
chief  defects  of  temper  are  hastiness,  sullenness,  peevishness, 
querulousness,  and  obstinacy.  Each  of  these  needs  special 
treatment  When  a  child  gives  way  to  temper,  give  him 
time  to  cool  down  before  you  expostulate  with  him.  He 
will  not  be  able  to  listen  to  the  voice  of  reason  as  long  as  he 
is  disturbed  by  violent  passion.  As  soon  as  he  has  calnied 
down  the  serious  dangers  of  yielding  to  hastiness  of  temper, 
such  as  acts  of  violence,  disrespect  to  superiors,  injustice  to 
companions,  the  sundering  of  friendships,  and,  above  all,  the 
sinMness  of  temper  in  the  sight  of  God,  should  be  pointed 
out  to  him. 

Sullenness  is  manifested  in  a  steady  unwillingness  to  obey 
authority  and  to  respond  to  efforts  to  please.  Too  much 
notice  should  not  be  taken  of  this  offence.  When  a  child 
obstinately  refuses  to  be  agreeable,  it  will  generally  be  found 
that  he  assumes  this  attitude  to  annoy  those  around  him, 
and  if  he  finds  they  take  no  notice  of  his  sullenness,  he  will 
grow  tired  of  it.  If  the  offence  be  repeated,  he  should  be 
excluded  from  his  companions  until  his  sullenness  is  over. 
A  natural  corrective  to  it  is  the  dislike  which  it  invariably 
inspires. 

Peevishness  is  often  the  result  of  physical  weakness. 
It  consists  in  a  certain  fretfulness,  which  makes  a  serious 
matter  of  trifling  troubles  that  stron^i  I^\^rL^^  \akfc  x^<s> 
notice  of  or  ^iidpieasure  in  enduring*  ;-  r  .* 
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Quemlousness  is  a  kindred  fault,  generally  produced  by 
bad  hotne-training.  The  querulous  child  is  never  without 
a  grievance,  and  is  always  seeking  for  some  sympathetic 
ear  to  pour  his  sorrows  into.  The  best  remedy  for  this  de- 
fect is  to  distinguish  between  those  grievances  that  deserve 
sympathy  and  those  that  are  unreal  or  trivial ;  to  show  a 
readiness  to  listen  to  the  former,  and  to  treat  the  latter  with 
good-humoured  ridicule.  As  children  grow  up  they  should 
be  taught  the  unmanliness  and  unwomanliness  of  making  too 
much  of  trifles,  and  of  making  life  miserable  by  dwelling  too 
exclusively  on  its  troubles. 

Obstinacy  is  the  steady  persistence  of  a  strong  will 
acting  in  a  wrong  direction.  It  arises  from  a  variety  of 
causes.  Sometimes  a  child  is  obstinate  from  a  conviction 
that  he  is  in  the  right,  in  which  case  he  should  be  shown 
that  he  is  in  the  wrong.  Sometimes  his  obstinacy  proceeds 
from  a  desire  to  have  his  own  way,  coupled  with  a  hope 
that  by  a  steady  resistance  to  authority  he  will  ultimately 
succeed.  In  this  case  he  must  be  shown  that  his  hope  is 
ill-founded.  The  teacher  should  not  seek  encounters  with 
an  obstinate  child;  but,  if  a  contest  be  inevitable,  he  must 
come  off  victorious. 

Reverence  for  authority  will  largely  depend  on  the 
worth  of  those  who  wield  authority,  but  may  be  cultivated  by 
the  teacher's  requiring  a  respectful  treatment  of  himself  and 
his  subordinates,  and  by  his  inculcation  of  the  truth  that 
'  the  powers  that  be  are  ordained  of  God.*  Reverence  for 
things  sacred  is  to  be  taught  partly  by  example  and  partly 
by  precept  The  teacher  should  be  particularly  careful 
never  to  speak  lightly  about  solemn  subjects,  to  allow  no 
trifling  at  devotions  or  in  the  course  of  a  religious  lesson, 
and  to  see  that  the  Word  of  God  is  always  treated  with 
becoming  respect.  Few  things  of  the  kind  are  more  painful 
than  to  hear  children  irreverently  shout  out  the  Diving 
name,  as  they  often  do  in  answering  questions, 
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Humility  is  to  be  cultivated  indirectly  by  the  repression 
of  self-display,  forwardness,  and  vanity ;  directly,  by  setting 
before  children  the  additional  charm  which  humility  gives  to 
every  other  virtue,  as  exemplified  in  the  lives  of  the  world's 
greatest  men.  It  is  not  a  virtue  to  be  praised.  Once 
humility  becomes  self-conscious  it  is  lost. 

Humility's  so  delicate  a  thing, 
'Tis  gone  if  it  but  look  upon  itself : 
And  he  who  ventures  to  esteem  it  his, 
Proves  by  that  very  act  he  has  it  not. 

Temperance  is  a  virtue  which  is  best  cultivated  at 
home,  where  the  exercise  of  it  finds  greatest  room  for  dis- 
play. It  seeks  to  keep  under  due  constraint  both  our 
desires  and  our  appetites.  The  chief  of  our  desires  are — 
(i)  the  desire  of  knowledge ;  (2)  the  desire  of  society;  (3) 
the  desire  of  esteem  ;  (4)  the  desire  of  power,  or  the  prin- 
ciple of  ambition  ;  (5)  the  desire  of  superiority,  or  the  prin- 
ciple of  emulation.  All  our  desires  and  appetites  need  to 
be  kept  under  control,  and  are  all  productive  of  serious 
mischief  if  intemperately  gratified.  The  desire  of  knowledge 
may  lead  to  inquisitiveness  in  one  direction,  and  to  the  dis- 
regard of  important  duties  in  another  ;  the  desire  of  society 
may  interfere  with  work;  the  desire  of  esteem  may  seek 
gratification  by  unworthy  means  and  foster  vanity  ;  the 
desire  of  power  may  lead  to  unscrupulous  ambition  and  to 
tyranny  ;  the  desire  of  superiority  may  beget  pride.  Bearing 
in  mind  the  extent  of  intemperance  in  drink,  the  sinfiilness 
and  dangers  of  this  great  national  evil  should  be  deeply 
impressed  upon  the  minds  of  children.  But  gluttony  is  a 
more  common  vice  than  intemperance  with  children,  and 
needs  to  be  carefully  repressed. 
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CLASS    TEACHING. 


CHAPTER  I. 
SCOPE  OF  THE  SUBJECT. 

1.  A  Class  is  a  pumber  of  children,  of  similar  standing 
and  attainment,  grouped  for  common  work.  It  is  a  group 
that  may  receive  definite  and  systematic  instruction ;  in- 
struction in  which  the  lessons  are  so  arranged  that  one 
prepares  for  that  which  follows,  and  in  which,  therefore,  the 
later  ones  all  grow  out  of  the  earlier.  The  advantages  of 
class  instruction  are  manifold.  The  class  saves  time. 
Twenty  may  be  instructed  in  the  same  time  as  would  be 
required  for  one.  It  thus  sets  the  teacher  free  for  other 
work.  But  it  has  greater  advantages.  Look  at  its  forces. 
These  are  sympathy,  emulation,  and  competition.  The 
brighter  ones  are  there  to  stimulate  the  dull.  The  special 
knowledge  of  some  is  made  a  common  possession.  And 
even  the  instruction  of  the  dull,  involving  as  it  does  the 
painstaking  explanation  and  the  repeated  and  varied  illus- 
tration, becomes  an  advantage  to  the  many. 

2.  Class  teaching  is  a  device  to  economise  time  and 
labour,  and  to  utilise  the  forces  which  are  found  insepar- 
able from  a  group  ;  but  //  does  not  sink  the  individual  in  the 
group.  Each  must  be  as  well  cared  for  as  though  the 
instruction  was  to  him  alone.  This  is  oftfcii.  os^A^ci^^* 
The  class  is  addressed  as  a  whole,  and  Si  ^^x^  *"v^  ^  ^^^ 
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amount  of  attention,  the  teacher  is  satisfied,  which  is  a 
fatal  mistake.  The  class  must  not  be  dealt  with  as  a 
compound,  but  as  made  up  of  individuals.  It  must  be 
dealt  witli  as  a  skilful  gardener  deals  with  his  garden, 
where  each  plant  has  the  culture  it  needs,  to  the  manifest 
advantage  of  the  whole. 

3.  To  succeed  in  this  course  its  nature  must  be  clear. 
A  teacher  must  fully  understand  his  work.  He  has  to  teach. 
This  is  a  brief  phrase,  but  it  is  full  of  meaning.  At  present 
we  shall  indicate  but  one  or  two  of  its  bearings. 

(a)  To  teach  is  to  enable  the  learner  to  do.— 

It  may  be  to  work  with  the  mind,  as  in  arithmetic  and 
grammar  ;  or,  with  the  hands,  as  in  penmanship  and  draw- 
ing ;  or,  with  the  voice  and  ear,  as  in  reading  and  singing. 
Its  aim  is  always  to  give  power  and  skill.  Hence  a  child  is 
not  taught  when  it  can  merely  repeat  something,  but  only 
when  it  can  do  something.  The  development  of  the  pupiFs 
faculties  and  their  discipline,  that  is,  the  placing  them  com- 
pletely under  his  control,  are  the  prime  aims  in  teaching. 
Teaching  does  not  do  the  work  for  the  pupil.  It  provides 
work,  opens  out  ways  of  doing  it,  and  presents  proper 
inducements  to  the  pupil  to  address  himself  to  it.  An 
artisan  does  not  do  the  work  for  his  apprentice ;  but  he 
shows  him  how  to  do  it,  sees  that  it  is  done,  and  that  it  is 
done  rightly. 

(^)  To  teach  is  to  instruct. — This  is  another  aspect. 
To  instruct  is  to  build  in  the  mind.  This  implies  that  the 
work  is  to  be  substantial  and  enduring.  But  it  implies  more. 
The  figure  is  often  misinterpreted.  It  is  not  building  on, 
but  building  in.  It  is  not  only  informing  the  mind,  but 
forming  it.  It  is  a  process  which  puts  the  pupil  into  intelli- 
gent possession,  in  a  methodical  and  systematic  way,  of  any 
subject  be  is  learning.  It  does  this  so  as  to  secure  that  the 
thing-  learned  is  intelligently  undeislood.    "Swl  vt  extends 
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even  beyond  this.  Instruction  makes  the  matter  to  be- 
come, as  it  were,  a  part  of  the  pupil's  mind  It  is  not  so 
much  laid  up  in  his  memory,  to  be  set  forth  in  detail  when 
asked  for,  as  it  is  made  part  of  himself  so  as  to  furnish  all 
that  he  requires  in  any  mental  work  he  has  to  do.  This 
difference  between  building  on  the  mind,  that  is,  putting 
things  into  the  memory,  and  building  in  the  mind,  so  as  to 
incorporate  what  is  given  with  the  mind  itself,  should  be 
clearly  grasped.  The  former  may  be  verbal  only.  The  latter 
puts  knowledge  into  the  mind  so  that  when  needed  it  re- 
appears with  the  stamp  of  the  mind  upon  it,  having  an  aspect 
of  originality.  We  find  illustrations  in  the  facts  of  our  per- 
sonal history,  or  in  things  that  have  occurred  again  and 
again  in  our  experience.  We  cannot  put  our  hands  on  the 
first  experience  of  such  things  as  we  can  on  those  in  memory. 
For  instance,  that  fire  bums,  boiling  water  scalds,  are  facts 
not  properly  remembered ;  they  are  kno\m.  It  thus  appears 
that  instructing  is  the  process  of  informing  the  mind  in  such 
a  way  as  to  form  it  into  an  intelligent,  thoughtful  and  active 
agent. 

There  are,  so  called,  modes  of  instruction  by  which  the 
mind  is  filled,  not  formed  ;  in  which  it  is  simply  a  receptacle, 
not  an  active  agent.  But  children's  heads  are  not  hollow 
spheres  to  be  crammed.  They  are  filled  with  brains  that 
have  to  be  moulded  and  invigorated  by  proper  exercise.  He 
is  the  best  instructor,  not  who  fills  the  head  in  the  shortest 
time,  but  who  gives  greatest  power  in  that  time.  It  thus 
appears  that  while  it  is  very  important  what  we  teach,  it  is 
much  more  so  how  we  teach. 

(c)  To  teach  is  to  form  mental  habits.— A  habit  is 

an  unconscious  possession.  Mental  habits  are  such  as 
imply  the  doing  of  mental  work  without  any  consciousness 
of  the  process.  The  mind  is  occupied  with  the  thing  to  be 
done,  and  is  not  disturbed  in  the  process  by  thinking  how 
it  is  to  be  done.    Jliustrations  are  at  Kandm  x^^diva^^^^'si- 
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manship,  and  early  arithmetic.  First  lessons  in  these  im- 
pose much  toil  on  the  teacher,  and  require  much  drill  and 
very  irksome  labour  from  the  learner.  The  progress  is  slow, 
because  the  mind  is  occupied  with  the  mode  as  well  as  with 
the  thing.  But  at  length  comes  facility.  This  is  due  to 
habit.  The  teacher,  to  form  such  habits,  has  to  see  that  the 
exercise  is  often  repeated,  that  it  is  of  sufficient  length, 
and  that  it  is  so  long  continued,  as  at  length  to  be  per- 
formed with  accuracy  and  rapidity  almost  without  a  thought. 

{d)  To  teach  is  to  secure  learning.— Learning  is 
the  act  of  the  pupil.  It  denotes  that  habit  of  attention,  ap- 
plication, and  diligence  by  which  he  does  what  belongs  to 
him,  under  teaching  or  instruction ;  or  in  those  silent  exer- 
cises in  which  he  has  to  use  without  aid  his  acquired  power. 
To  teach  in  this  aspect  is  to  place  the  pupiFs  work  before 
him  in  an  attractive  way,  to  lead  him  by  right  methods, 
and  to  keep  up  his  interest  by  a  judicious  use  of  questioning, 
challenging,  and  illustration — which  are  the  teacher's  tools. 

Our  subject  will  require  attention  to  all  things  neces- 
sary to  make  class  teaching  efficient,  exclusive  of  such  as 
"t^elong  to  the  arrangement  of  the  room,  and  the  general 
management  of  the  school.  Its  further  prosecution  will  em- 
brace the  teacher,  the  method  and  subjects  of  instruction, 
and  the  pupil.  In  treating  these  there  will  be  of  necessity 
some  repetition,  the  matters  being  so  interwoven  that  a  cross 
division  is  unavoidable. 
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CHAPTER  II. 
THE    TEACHER. 

I.  Manner* — ^  Manners  maketh  man.'  This  is  the 
motto  of  one  of  our  oldest  and  most  celebrated  schools.  It 
has  a  lesson  for  the  teacher.  He  is  what  his  manner  is. 
If  he  is  listless,  aimless,  and  indifferent  himself,  then  his 
children  are  listless,  aimless,  and  indifferent  also  ;  but  if  he 
is  earnest,  devoted,  and  determined,  they  become  so  too. 

(a)  Reality. — Manner  is  the  carriage,  personal  bearing, 
or  mode  of  action  characteristic  of  a  person.  It  is  the  out- 
ward rendering  of  the  man.  Sometimes  there  is  an  assumed 
manner,  but  it  never  deceives,  as  it  is  impossible  entirely 
to  cloke  that  which  is  real.  '  No  one  can  be  a  good 
teacher,'  says  one  of  the  Ancients,  *  who  is  not  himself 
good.'  He  means  that  it  is  impossible  to  assume  and 
sustain  the  external  accessories  of  good  teaching  when 
those  things  of  which  they  should  be  the  outcome  do  not 
exist. 

(^)  Earnestness. — A  good  manner  is  marked  by 
earnestness.  There  is  a  real  desire  to  benefit  our  pupils,  to 
do  our  work  well,  and  to  influence  for  good  those  who  are 
addressed.  Earnestness  is  marked  by  geniality  and  pleasant- 
ness. These  throw  sunshine  over  the  face,  which  is  reflected 
on  the  class,  or  rather,  they  may  be  said  to  be  rays  of  light 
issuing  from  the  spirit  within,  and  refireshing  all  on  whom 
they  fall.    The  face  of  such  a  one  is  known  by  its  s 
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Its  muscles  have  a  tendency  to  relax  rather  than  to  become 
rigid.  A  good  manner  is  marked  by  the  use  of  the  eye. 
This  is  comprehensive.  No  one  is  overlooked.  Each  pupil 
feels  it.  It  is  as  readily  attracted  by  the  dull  as  by  the 
bright.  Every  one  feels  that  it  cannot  be  deceived,  that 
there  can  be  no  concealment,  no  tricks  undiscovered,  no 
underhand  communication,  or  sleight  of  hand  unobserved. 
Such  an  eye  has  power.  It  speaks  praise  or  blame,  approval 
or  censure.  It  is  quick  to  express  feeling  and  thought, 
and  to  recognise  them  in  the  pupil.  A  good  manner  is 
marked  by  decision,  firmness,  and  confidence.  It  is  rather 
positive  than  suppliant.  It  has  all  such  qualities  as  exclude 
feebleness,  timidity,  nervousness,  and  petulance.  It  is  a 
manner  that  inspires  confidence  as  well  as  exhibits  it. 

(c)  Self-control. — As  manner  is  the  external  index  of 
mind,  we  should  note  that  a  good  manner  is  impossible 
without  self-control.  The  little  things  that  tend  to  ruffle  the 
spirit  and  to  try  the  temper  do  not  disturb  it.  If  it  is  neces- 
sary to  retrace  the  steps  in  order  to  make  clear  to  some, 
what  others  have  taken  in,  its  owner  does  so  without 
betraying  annoyance.  He  does  not  act  as  though  these 
things  were  not  foreseen.  He  has  also  that  degree  of  con- 
fidence in  himself,  which  enables  him  to  do  his  work  with 
ease.  At  the  same  time  he  is  not  self-conscious.  Self- 
consciousness  is  destructive  of  a  good  manner.  For  it  im- 
plies that  our  mind  is  on  ourselves,  our  modes  of  action,  or 
on  the  impression  we  are  making  on  others ;  whereas,  a  good 
manner  implies  that  the  mind  is  absorbed  in  its  work. 
Any  one  thinking  of  himself  and  of  his  mode  of  doing  a 
thing  will  inevitably  be  affected ;  just  as  one  who  lays 
down  for  himself  certain  rules  is  sure  to  become  artificial 
if  he  thinks  of  these  rules  rather  than  of  what  he  is  doing ; 
or  as  a  lady  who  was  thinking  of  her  mode  of  walking  would 
be  sure  to  walk  ungracefiiUy.  Not  that  certain  concomitants 
of  a  good  manner  are  not  to  be  cultivated,  where  they 


THE  TEACHER.  221 

are  not  These  are  to  be  sought,  but  at  the  right  time 
and  in  the  right  way.  But  we  contend  for  two  points. 
First,  manner  must  be  natural^  that  is,  it  must  be  spon- 
taneous. It  is  only  as  it  reflects  the  spirit  within  that  it 
can  be  effective.  Hence  the  prime  thing  is  to  foster  those 
qualities  of  mind  which  shine  through  a  good  manner. 
Second,  to  have  a  manner  in  which  there  is  nothing  artificial, 
there  must  be  no  thinking  of  rules,  or  of  the  mode  of  doing, 
or  conscious  imitation  of  the  tones,  bearing,  or  gestures  of 
another;  but  the  mind  must  be  absorbed  in  the  work  in 
hand. 

{d)  Gesture. — A  good  manner  will  be  marked  by  ap- 
propriate action.  In  a  natural  manner  there  is  gesticulation. 
It  is  impossible  to  be  under  the  influence  of  feeling  without 
emotional  manifestation.  Yet  such  gesticulation  may  be 
unbecoming.  It  is  a  part  of  our  education  to  bring  emotional 
expression  under  control.  If  then  gestures  are  uncouth  or 
awkward,  boisterous  or  vehement,  they  would  indicate  that 
this  part  of  education  had  not  received  attention.  Yet  it  were 
better  that  there  should  be  extravagant  gesture  than  that  there 
should  be  none  ;  for  the  former  may  be  toned  down,  while 
for  the  latter  there  is  no  compensation.  It  is  better  to  be 
a  living  being  than  an  automaton.  Rules  cannot  be  given 
for  action,  but  two  things  may  be  noted.  If  gesture  is  natural, 
it  will  precede  speech  rather  than  follow  it.  For  an  emotion 
is  struggling  for  expression,  and  it  escapes  in  the  gesture 
before  it  appears  in  speech.  The  other  thing  is,  that  the 
final  cause  of  a  good  manner  in  teaching  is,  that  the  teaching 
shall  have  its  full  effect  upon  the  class.  Hence  there  should 
be  no  gestures  that  would  draw  attention  to  the  teacher 
rather  than  aid  his  efforts. 

{e)  Mannerism. — For  the  same  reason  he  should  avoid 
mannerisms.  He  must  not  be  stiff",  as  though  his  muscles 
were  as  rigid  as  bone,   or  as  though  he  was  afiraid  of  his 
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dignity.  He  should  not  stand  on  one  foot  with  the  other 
crossing  it  and  resting  on  the  toes.  He  ought  not  to  place 
his  arms  a-kimbo,  nor  k-la-Napoldon,  nor  have  his  hands 
clasped  behind.  He  has  to  avoid  all  that  would  divert 
attention  to  himself,  or  that  would  awaken  the  sense  of  the 
ludicrous  in  his  children. 

2.  Speech. — {a)  Voice. — The  teacher  must  cultivate  his 
voice.  He  should  have  it  under  control  so  as  to  be  able 
to  set  it  at  the  right  pitch,  and  to  confine  it  within  the 
area  of  his  class.  The  following  things  are  essential : — He 
must  be  distinct.  He  must  be  heard.  He  must  be  followed. 
He  must  not  annoy  or  disturb  others. 

Distinctness. — He  must  be  distinct.  That  he  may  be 
so,  his  speech  must  be  clear  and  forcible.  This  is  neces- 
sary, otherwise  he  will  not  be  impressive,  for  much  that  he 
says  will  be  lost,  and  the  children  will  exhaust  their  attention 
and  patience  in  trying  to  catch  what  he  says.  There  is 
nothing  so  opposed  to  efficiency,  where  the  matter  itself  is 
clear,  as  imposing  the  task  of  gathering  up  what  is  being  in- 
distinctly uttered.  The  teacher's  distinctness  too  will  be  re- 
flected in  his  class.  Children  are  unconsciously  imitators  of 
their  teacher,  and  when  he  is  distinct  they  become  so  too. 
This  fact  is  often  noticed  in  Practising  schools,  the  children 
being  found  to  vary  in  their  speech  according  to  their 
teacher. 

Loudness. — The  teacher  must  be  heard.  He  must  be 
loud  enough  to  reach  the  furthest  pupil.  In  order  to  do 
this,  he  must  pitch  his  voice  in  its  natural  key,  and  he 
must  not  eat  his  words,  mumble,  or  speak  in  his  throat. 
He  must  not  be  loud.  He  must  not  shout,  bawl,  or  scream. 
He  must  accommodate  his  voice  in  strength  and  pitch  to 
the  size  and  position  of  his  class.  An  overstrained  voice 
is  exhausting  to  the  teacher  and  disa^^^able  to  his  pupils. 
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Apprehension. — The  teacher  must  be  followed.  Hence 
his  speech  must  not  be  too  fast  nor  too  slow.  In  either 
case  he  makes  a  demand  on  the  memory,  the  result  being 
that  the  attention  gives  way.  In  the  first  case  the  pupil  may 
utterly  fail  to  gather  all  that  is  said ;  and  in  the  second  he 
may  fail  to  connect  what  has  been  said.  The  young  teacher 
whose  speech  is  too  slow  has  missed  his  vocation.  For 
to  speak  in  a  heavy,  sleepy,  drawling  way,  implies  eitlier 
careless  indifference,  or  the  possession  of  a  tempera- 
ment that  is  utterly  imsuited  for  teaching.  But  sometimes 
there  is  a  tendency  to  slowness  in  the  effort  to  be  de- 
liberate. Here  there  is  a  mistake.  Speech  is  not  made 
deliberate  by  a  pause  between  successive  words,  but  by  the 
pauses  requisite  for  intelligent  delivery  being  duly  made. 
The  danger  with  most  teachers  is  in  speaking  too  fast, 
especially  when  earnestness  is  a  marked  feature  of  their 
character.  The  only  remedy  is  to  form  the  habit  in  common 
conversation  of  speaking  in  an  easy  natural  way. 

Control. — ^The  teacher  must  not  annoy  or  disturb  others • 
He  will  succeed  in  avoiding  these  faults,  if  he  is  successful 
in  getting  that  control  of  his  voice  which  the  above  quali- 
fications require  from  him. 

(b)  Language. — The  teacher  must  give  heed  to  his 
language.  He  must  understand  its  value.  It  is  his  great 
instrument  for  moulding  his  pupils — as  important  for  moral 
training  as  for  intellectual  culture.  He  who  has  a  good  stock 
can  set  forth  his  meaning  better  than  one  with  a  scantier 
store.  It  should  ever  be  an  aim  of  the  teacher  to  extend 
his  acquaintance  with  words  and  their  significations.  If  he 
has  language  at  command,  if  his  words  are  significant  to 
himself,  then  he  will  be  more  likely  to  reach  many  minds. 
It  is  not  fluency  that  is  now  recommended,  but  a  large 
acquaintance  with  words.  Fluency  is  compatible 'w^kvx^^ 
poverty  of  words  as  well  as  of  thougVil,    'EYu'ea.c:^  xoa^j  \>!^  "^ 
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great  evil.  Brevity  is  the  soul  of  wit,  and  is  also  at  times  an 
excellent  quality  in  teaching.  No  more  words  should  be 
used  than  are  necessary  to  express  the  meaning,  which  is 
often  lost  in  the  cloud  of  words.  Many  heap  up  words  until 
the  subject  lies  hopelessly  hidden.  Talk  then  prevents 
work.  It  imposes  a. task  to  get  at  the  meaning,  which 
the  children  refuse.  It  must  be  remembered  that  the  dis- 
cipline is  in  what  is  done,  not  in  what  is  heard. 

Simplicity* — ^The  teacher  must  use  simple  and  collo- 
quial  language.  He  must  resist  the  temptation  of  using 
imported  words,  when  he  has  the  means  of  expressing  him- 
self better,  or  as  well,  in  simple  English.  He  must  avoid 
the  contemptible  practice  of  using  big  words,  as  though  it 
were  his  purpose  to  wrap  up  his  meaning  in  sound,  and 
thus  to  impress  his  class  with  a  notion  of  his  profundity 
and  greatness.  He  ought  not  to  call  simple  things  by  very 
fine  names.  He  must  not  seem  to  wish  to  appear  learned. 
Nothing  is  a  better  indication  of  culture  than  the  use  of 
good  English.  Yet  he  must  not  carry  this  rule  of  simple 
speech  too  far.  The  best  rule  is,  to  use  that  language  which 
best  conveys  his  thought.  In  doing  so  he  will  necessarily 
use  sometimes  words  that  are  not  in  the  speech  of  his  pupils ; 
and  so  far  he  may  not  exactly  convey  his  thought  to  them. 
But  the  danger  is  little,  and  will  disappear,  if  he  makes  it 
his  practice  to  accept  answers  which  show  that  his  meaning 
has  been  fairly  caught,  rather  than  to  force  a  mode  of  speech 
on  them,  which  has  to  them  no  reality. 

Stereotyped  phrases. — The  teacher  should  avoid 
set  phrases.  They  come  to  have  no  meaning  for  himself, 
and  they  hinder  his  children.  They  are  like  theological 
terms  used  from  the  pulpit,  which  have  in  themselves  great 
significance,  but  which  have  utterly  lost  their  power  to  move 
either  preacher  or  people.  On  the  other  hand,  a  class 
accustomed  to  such  phrases  often  \i^eom^^  Impenetrable 
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by  other  modes.  '  Allow  me  to  put  that  question/  said  a 
teacher  to  an  inspector.  *  No/  was  the  wise  reply.  *  You 
disguise  from  yourself  the  state  of  your  class.  You  will 
not  be  always  with  it.' 

Provincialisms. — The  teacher  must  guard  himself 
2%2xn'sX.  provincialisms.  His  abikty  to  do  so  will  depend  on 
his  opportunities  of  conversing  with  men  of  culture,  and  on 
the  use  he  makes  of  what  he  hears  from  the  pulpit  or  the 
platform.  If  his  intercourse  with  others  accustoms  him  to 
erroneous  modes  of  pronunciation  and  speech,  he  will  be  in 
danger  of  setting  up  these  as  standards,  and  considering 
others  to  be  wrong  who  diflfer  from  him.  Help  in  curing 
provincialisms  has  been  found  in  certain  Training  Colleges 
by  the  use  of  a  little  book  called  the  *  Manual  of  English 
Pronimciation.' 

3.  Spirit. — Success  in  class  teaching,  as  in  other  parts  of 
his  work,  will  be  promoted  by  the  spirit  in  which  it  is  carried 
on.  He  must  have  sympathy  with  children.  He  must  be 
able  to  look  on  things  with  their  eyes  and  feelings.  He  must 
have  power  to  enter  into  their  thoughts,  and  to  share  in  their 
joys  and  sorrows.  He  must  be  considerate.  Where  sympathy 
exists,  consideration  will  not  be  missing.  He  will  not  expect 
from  them  more  than  they  can  do.  He  will  not  set  up  a 
standard  of  attainment  which  it  is  impossible  for  them  to 
reach.  He  will  not  deal  with  shortcomings  as  though  they 
were  things  that  he  could  not  expect.  If  his  children  were 
perfect  in  their  attainments,  they  would  not  be  in  his 
class.  Their  presence  there  implies  imperfection  and  need. 
He  must  be  patient.  Patience  will  be  needed  towards 
those  whose  conduct  tends  to  disturb  the  class.  It  will  be 
especially  needed  when  teaching  those  who  are  slow  to 
learn.  For  these  he  must  go  over  the  same  ground  again 
and  again,  until  it  is  theirs.  '  Why  did  you  illxiL^XxaXj^  "^^ 
topic  so  often?'  said  one  to  an  emment^i^adafcx,  ^"^^^"asasfc 
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I  saw  a  poor  man  in  the  gallery  who  did  not  apprehend  it/ 
was  the  reply.    The  teacher  must  do  the  like.     He  must  per- 
sist through  all  discouragements.    He  must  exercise  forbear- 
ance towards  the  dull  and  stupid — especially  as  he  himself 
never  belonged  to  that  class.     He  must  be  painstaking.     It 
is  not  genius  or  ability  that  is  the  secret  of  success.    A 
painstaking  teacher  often  secures  better  results  than  a  bril- 
liant one.    But  there  will  be  no  painstaking  in  any  thing  of 
which  a  low  opinion  is  held.     A  ptoper  estimate  of  his 
work  and  a  just  appreciation  of  children's  claims  are  neces- 
sary.    Painstaking  is  infectious ;   the  children  imbibe  the 
spirit  and  copy  the  example:  and  a  painstaking  scholar 
always  succeeds.     He  must  be  gentle.      Perfect  courtesy 
should  be  displayed  while  teaching.      This  is  compatible 
with  firmness,  strength,  and  energy.     Gentle  speech  does 
not  mean  a  namby-pamby  mode  of  dealing,  but  it  excludes 
rudeness,  roughness,  and  coarseness.     It  was  said  of  one, 
*He  had  such  a  gentle  mode  of  reproving  their  faults, 
that  they  were  not  so  much  afraid  as  ashamed  to  repeat 
them.'    He  must  be  hopeful.      Few  things  so  sustain  a 
teacher  as  hope.     It  is  also  one  of  the  strongest  incentives 
to  exertion.     His  experience  will  ultimately  furnish    its 
warrant. 

4.  Tact. — Some  possess  a  peculiar  skill  in  adapting 
themselves  to  the  circumstances  in  which  they  are  placed, 
and  in  the  dexterous  management  of  persons  and  things. 
This  is  tact.  It  involves  quick  apprehension,  great  versa- 
tility and  readiness  of  resource,  guided  by  common  sense 
and  prudence.  In  class  teaching  there  is  constant  demand 
for  it.  The  teacher  must  be  quick  to  see  the  meaning  of  an 
answer,  and  to  gather  from  it  the  state  of  his  pupil's  mind  ; 
otherwise,  he  may  become  an  object  of  contempt  by  his  ob- 
tuseness.  Besides,  his  work  is  varied,  and  the  children  differ 
in  ability ;  their  needs  are  many,  and  their  difficulties 
diverse,  so  that  versatility,  or  the  powei  oi  ^idsc^tm^  hiitiself 
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to  each  new  phase,  and  readiness  of  resource  in  sup- 
plying what  is  needed,  are  absolutely  essential.  Common 
sense  is  also  required.  It  is  the  power  to  think,  say,  or  do, 
the  right  thing  at  the  right  time  and  in  the  right  way.  Tact 
is  shown  in  the  management  of  the  class ; — in  the  mode  of 
appeal,  in  the  credit  given  to  effort,  in  the  right  use  of  praise 
or  blame,  and  in  the  treatment  of  the  dull,  the  diffident,  the 
forward,  the  indolent,  and  the  quick.  Especially  is  tact  re- 
quired in  the  display  of  authority.  Constant  demands  are 
made  for  obedience,  as  in  questioning,  allotting  work,  drill 
exercises,  and  in  many  other  ways.  The  mode  of  requiring 
these  things  should  not  irritate.  True  tact  will  avoid  rough 
words  and  a  rough  manner,  which  assume  that  the  children 
intend  to  do  wrong,  or  that  they  are  disposed  to  resist.  Of 
course  he  must  be  j7rm.  He  must  be  rigid,  not  lax,  not 
bending  to  whim  or  caprice,  or  yielding  to  the  importunities 
of  his  children.  He  must  be  impartial,  for  he  must  htjust. 
He  must  seek  co-operation,  hence  he  must  sink  self  It 
must  be  seen  that  obedience  is  not  personal  to  himself,  but  is 
rendered  to  law,  and  is  for  the  benefit  of  all.  Tact  is  im- 
possible if  there  is  not  self-control. 
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CHAPTER  III. 

METHOD  OF  INSTRUCTION:    AIMS  AND    MEANS. 

I.  Attention. — The  prime  necessity  in  learning  is  atten- 
tion. This  is  that  attitude  of  the  mind  in  which  there  is 
an  effort  to  master,  or  know,  what  is  before  it.  It  is  a  state 
of  mind  rather  than  a  faculty,  and  its  essential  element 
is  that  of  making  a  voluntary  effort.  It  is  manifested 
sometimes  by  looking  outwards,  as  when  the  senses  are  em- 
ployed ;  then  it  is  often  called  observation.  At  other  times, 
it  is  exercised  in  recalling  former  ideas,  and  then  it  is 
recollection.  At  other  times,  it  is  employed  in  the  contem- 
plation of  ideas,  recalled  or  received,  and  then  it  is  termed 
reflection.  This  attitude  of  mind  may  be  assumed  from 
intense  interest,  often  a  passing  phase  observable  in  young 
children ;  or  from  a  desire  to  know,  which  may  be  a 
passing  or  a  permanent  state ;  or  from  a  sense  of  duty ; 
or  it  may  be  adopted  to  escape  some  unpleasant  con- 
sequences. 

(a)  New  subjects. — Attention  is  sometimes  difficult 
in  subjects  which  are  altogether  new.  At  first  these  excite 
a  momentary  interest,  but  this  disappears  when  there  is 
nothing  in  the  mind  by  which  to  explain  what  is  said.  There 
is  consequently  a  greater  effort  required  to  take  it  in,  under- 
stand, and  retain  it.  This  effort  is  made  by  aid  of  the  brain, 
which  becomes  wearied  under  the  strain — a  state  similar 
to  that  of  any  other  bodily  organ,  as,  for  instance,  the  muscles 
of  the  hand,  irfien  relief  is  sought  by  s\mp\^\oo^m^\vQVlv  In, 
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teaching  a  new  subject,  then,  three  things  must  be  observed  : 
First,  it  must  grow  out  of  something  already  known.  Thus, 
in  the  first  steps  in  arithmetic  objects  should  be  grouped 
before  figures  are  taught  or-  abstract  numbers  employed.- 
Also,  in  grammar,  the  children  should  be  accustomed  when 
reading  to  have  their  attention  drawn  to  sentences  and  their 
parts,  to  clauses,  phrases,  and  words,  and  to  their  power  in 
modifying  the  subject  before  the  more  abstract  course  is 
entered  upon.  Again,  first  lessons  in  a  new  subject  should 
be  short.  As  the  brain  occupied  with  what  is  new  soon 
gets  fatigued,  and  as  then  it  cannot  be  brought  to  exert 
itself  without  hazard — ^hazard  to  present  clearness  or  to 
future  power — there  must  not  be  any  strain  upon  it.  Such 
lessons  also  should  embrace  but  one  or  two  points,  which 
should  be  presented  in  such  a  way  that  they  will  be  clear, 
and  so  often,  that  they  will  be  familiar. 

(b)  Difficult  matter. — Attention  is  difficult  when  a 
subject  is  so  presented  as  to  require  great  effort  to  utiderstand  it. 
The  difficulty  may  be  in  the  pupil.  The  earlier  points  may 
not  have  been  clear,  or  they  may  not  have  been  familiar. 
He  has  lost  them  because  his  learning  was  not  thorough. 
He  becomes  disheartened,  and  he  does  not  attend.  Some- 
times the  difficulty  is  with  the  teacher.  His  method  is  at 
fault  He  does  not  think  clearly  ;  or,  though  he  knows  his 
subject  itself,  he  does  not  know  it  in  relation  to  his  pupils. 
Hence  he  blunders,  he  takes  a  wrong  course,  and  his  path 
is  hidden  from  his  class ;  or  his  strides  are  too  wide,  and 
they  cannot  keep  up  with  him. 

(c)  Wearisome   repetition. — Attention   is  difficult 
when  the  subject  is  familiar^  and  nothing  new  is  offered. 
Teachers,  in  their  anxiety  to  be  thorough,  sometimes  over- 
shoot the  mark.     They  go  over,  again  and  again^  ^omsmI 
that  has  been  well  trodden.    The  pwp\\^,  ^Ti^vft%>Coa\.'^^^ 
Vnow  the  whole  road,  cease  to  attend*    ^o  xSae^  torcc^V?^>5s^ 
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of  listening  without  working ;  there  is  the  semblance  of 
attention^  not  the  reality. 

2.  Desire  to  know. — ^The  state  of  mind  to  which  the 
teacher  has  to  train  his  pupils  is  an  intense  love  of  know- 
ledge and  desire  for  it.  If  these  are  achieved,  if  he  has  so 
fostered  the  desire  to  know  that  it  has  become  a  habit, 
then  he  has  accomplished  one  of  the  chief  ends  of  instruc- 
tioa  If  he  excites  this  desire,  attention  will  be  given. 
He  must  not  expect  to  find  it  full-blown  in  every  child  The 
germs  indeed  exist  These  are  ciuiosity  and  the  pleasure 
felt  in  the  proper  exercise  of  mental  powers.  Let  him  work 
rightly  with  these,  and  he  will  secure  the  desire,  but  he  must 
keep  before  himself  that  he  has  still  to  cultivate  it  *  How 
shall  I  beget  in  my  class  a  strong  desire  to  master  this  ? 
How  shall  I  get  them  to  long  for  knowledge?*  He  must 
remember  that  it  is  a  good  rule  in  teaching  never  to  answer 
a  question  before  it  is  asked.  He  must  bring  his  pupils  to 
feel  their  need.  He  must  so  treat  his  subject  that  they 
shall  be  eager  to  know.  Then  he  must  take  care  -how  he 
satisfies  their  desire.  Their  craving  must  be  met  But  he 
must  so  do  it,  that  to  the  pleasure  of  knmving  there  may  be 
added  that  of  doing.  It  must  be  their  own,  not  because 
given  to  them,  but  got  by  them. 

3.  Preparation. — To  accomplish  these  things,  his  les- 
son must  be  well  prepared.  The  first  rule  is  to  have  a  dis- 
tinct purpose  in  each  lesson.  The  teacher  must  set  before 
his  own  mind  what  he  intends  to  attempt,  so  that  he  may 
form  his  plan,  select  his  material,  and  fix  the  boundaries 
of  his  lesson.  Having  fixed  his  purpose,  he  must  next  see 
that  he  has  a  thorough  acquaintance  with  his  subject. 
He  has  to  teach  it ;  therefore  he  ought  to  know  it,  so 
as  to  select  what  his  class  needs,  and  so  as  to  meet  any 
want,  illustrate  any  difficulty,  or  supply  any  information. 

.TAis  secured,  he  must  proceed  to^  tht  plan  oi  V\^  lesson. 
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As  each  lesson  forms  one  of  a  series,  it  should  be  so  intro- 
duced as  to  connect  the  new  lesson  with  the  former.  The 
mode  of  doing  this  should  prepare  the  way  for  the  new  topic, 
should  fix  attention  on  it,  and  create  interest  in  it  The 
matter  of  the  lesson  should  be  carefully  arranged.  It  should 
not  be  in  a  jumble,  but  on  a  clear  plan,  and  all  the  facts  in 
their  due  order  and  relations.  The  divisions  should  be 
distinct,  neat,  and  simple ;  and  their  order  natural,  logical, 
obvious,  and  graduated.  The  preparation  of  the  lesson 
must  include  a  variety  of  other  things.  The  matter  must 
be  good,  demanding  an  effort  and  worth  it.  The  informa- 
tion, whether  of  fact,  opinion,  or  rule,  should  be  clear  and 
accurate.  There  should  also  be  explanations  of  things  that 
are  difficult  or  obscure,  which  may  be  given  either  verbally 
or  by  the  supply  of  collateral  information.  There  should 
also  be  carefully  prepared  illustrations — objects,  diagrams, 
models,  experiments,  analogies,  and  instances.  The  purpose 
of  these  should  be  clear,  whether  to  set  forth  a  fact,  remove 
obscurity,  overcome  a  difficulty,  meet  the  needs  of  pupils, 
make  the  matter  more  familiar,  or  impress  it  more  deeply. 
There  should  be  description  for  the  purpose  of  setting  forth 
vividly  clear  and  distinct  ideas. 

4.  Delivery  of  lesson. — In  giving  his  lesson  the 
teacher  must  secure  activity  of  mind,  and  the  thorough  re- 
ception by  his  class  of  what  he  offers  it.  These  conditions 
depend  on  the  development  of  the  lesson,  the  due  mixture 
of  questioning  and  exposition,  and  the  attention  given  to 
answers. 

{a)  Development  of  lesson. — In  the  development 
of  the  lesson  it  must  be  seen  that  the  subject  is  so  set  forth 
as  to  fix  attention  and  excite  interest.  In  some  lessons  of 
information  a  broad  outline  should  be  sketched  before  filling 
in  the  details.  This  is  advisable,  as  thei^  \?>  2l  \fcxA<ec^<::i  \a 
an  exhaustive  tresitment  of  every  part,  Skxvd  >i)Kxi^  ^^  ^^axssi^ 
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incurred  of  the  lesson  not  being  completed.  In  most  lessons, 
each  point  should  be  put  as  a  problem  the  class  has  to  solve, 
or  a  question,  the  answer  to  which  they  have  to  find.  In 
a  few  subjects  the  teacher  may  set  the  points  forth  as 
propositions,  which  he  proceeds  to  illustrate  and  prove. 
Each  thing  must  be  made  familiar.  The  teacher  must  not 
pass  on  to  a  fresh  point  till  he  is  sure  that  his  pupils  are 
ready  to  follow ;  but  he  need  not  linger  after  he  finds  that 
they  have  got  what  he  offers.  All  the  parts  of  the  lesson 
must  be  dovetailed,  so  as  to  form  a  whole  in  the  pupils* 
minds.  This  will  require  judicious  repetition  and  thorough 
recapitulation. 

{b)  Interrogation. —  Good  questioning  is  essential. 
Without  it  the  teacher  does  not  know  what  his  pupils  know, 
what  they  receive,  or  what  they  understand.  Questioning 
should  stimulate  the  learner  and  excite  the  effort  to  think,  it 
should  direct  the  effort  into  the  right  channel,  and  it  should 
help  children  to  express  in  suitable  language  what  they  leam. 
Questioning  has  received  a  distinct  name  according  to  its 
office.  Tentative  questioning  is  employed  at  the  introduction 
of  a  topic  in  order  to  discover  what  is  known.  It  also  makes 
apparent  to  the  children  their  needs,  and  prepares  them 
to  receive.  Catechetical  questioning  has  for  its  office  the 
making  children  understand.  It  is  a  kind  of  cross-question- 
ing after  an  exhaustive  fashion,  in  which  the  teacher  and 
pupil  find  how  far  a  thing  is  not  understood ;  and  in  which 
the  questions  are  so  ordered  as  to  place  matters  clearly, 
and  get  that  activity  of  mind  by  which  the  subject  will  be 
thoroughly  apprehended.  It  is  the  most  effective  of  the 
teacher's  gifts.  Socratic  questioning  has  for  its  office  the 
development  of  some  subject  in  the  mind  of  the  pupil  as 
the  result  of  a  series  of  inferences  from  something  that  he 
already  knows.  It  starts  with  a  question  which  the  pupil 
cannot  answer,  and  then  leads  him  step  by  step  from  some 
known  fact  till  he  discovers  the  axvswti  iox  \Cvkv^^.    Ex- 
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arninatian  questioning  comes  in  at  the  end  of  a  lesson, 
to  bring  out  its  broad  features  and  most  essential  parts,  and 
to  bind  these  together  as  a  whole.  A  good  rule  in  all  ques- 
tioning is,  to  vary  the  forms,  so  that  the  child  may  attend 
to  the  sense  rather  than  to  the  words. 

(c)  Exposition. — Exposition  is  the  complement  of 
questioning.  Some  things  must  be  told.  There  are  facts, 
which,  if  not  known,  no  questioning  can  reveal ;  and  there 
are  ideas  which  the  child  might  discover,  but  which  would 
not  repay  the  labour.  Hence  there  will  always  be  a  de- 
mand for  instances,  explanations,  descriptions,  and  analo- 
gies. In  these  there  may  be  sometimes  lengthened  statement, 
the  aim  being  to  give  power  of  attention,  of  following  what  is 
said,  and  of  retaining  it.  But  this  practice  ought  to  be  joined 
to  that  of  requiring  the  reproduction  of  the  statement  either 
orally  or  on  paper.  As  a  rule,  a  stream  of  talk  must  not  be 
indulged  in.  The  old  comparison  of  a  child's  mind  to  a 
narrow-necked  phial  should  be  remembered.  Poured  in 
drop  by  drop,  little  by  little,  it  may  be  filled,  when  a  con- 
tinued stream  would  run  to  waste. 

(d)  Answers. — Answers  form  an  important  element  of 
the  teaching  process.  In  all  the  chief  matters  they  should 
be  full.  This  may  seem  to  retard  the  lesson,  but  the  dis- 
cipline will  be  more  thorough,  and  ultimately  nothing  will 
be  lost.  There  is  great  advantage  to  the  pupil  in  a  full 
reply.  Often  the  effort  to  put  a  thought  into  words  is  a 
better  discipline  than  to  get  the  thought.  It  also  makes  the 
matter  more  completely  the  pupil's  own,  for  the  effort  to 
express  what  he  has  been  taught  gives  him  a  clearer  and  a 
firmer  hold  of  it.  The  full  answer  shows,  too,  to  the 
teacher  whether  he  has  succeeded,  and  how  far  additional 
help  is  needed.  Guess  answers  must  be  forbidden.  A. 
guess  is  a  lie.  The  pupil  must  nevei  ^.-^^^ea-x  \.Ci  Vs\ss^ 
that  of  which  he  is  consciously  ignioiaxit*    l^^-^Vj  ^s^s^^^^ 
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must  be  treated  so  as  to  prevent  their  recurrence.  Wrong 
answers  must  not  be  put  aside.  They  may  only  be  wrong 
in  ^expression,  or  they  may  be  legitimate  inferences  from 
something  heard  before.  Trace  what  seems  a  silly  reply  to 
its  source.  It  may  be  a  blunder,  but  it  is  more  likely  to 
spring  from  some  wrong  association.  Children,  as  a  rule, 
do  not  intend  to  make  silly  replies.  Let  answers  be  precise. 
That  which  is  inexact  is  comparatively  worthless. 

{e)  Cram. — The  teacher  must  attend  to  his  speed.  No 
teacher  can  advance  faster  than  his  pupil  can  follow.  But 
there  may  seem  to  be  progress  when  there  is  not.  This 
happens  when  he  judges  of  his  lesson  by  the  number  of  things 
in  it,  and  not  by  his  thorough  teaching  and  discipline.  Cram 
is  vicious.  It  is  as  baneful  to  the  mind  as  gluttony  and 
indigested  food  are  to  the  body.  True  teaching  is  slp^. 
The  practice  of  fully  mastering  every  step  cannot  be  other- 
wise, but  at  length  it  gives  sure  results.  When  one  of  our 
most  distinguished  judges  was  asked  how  he  had  gained 
such  vast  and  accurate  attainments,  he  replied,  that  at 
college  he  worked  slowly  to  let  nothing  pass  until  he  had 
made  it  his  own ;  that  many  of  his  fellow  students  passed 
over  more  pages  in  a  day  than  he  did  in  a  week,  but  at  the 
end  of  the  year  he  had  more  at  his  command  than  they 
had  at  theirs.  This  was  the  result  of  slow,  thoughtful,  and 
thorough  work.  Yet  this  must  not  be  carried  too  far.  It 
must  not  be  an  excuse  for  a  dilatory  habit  The  mistake 
of  those  who  keep  children  in  a  standard  of  which  they  can 
do  all  the  work,  must  not  be  imitated.  There  must  be 
advance  ;  and  that  there  may  be,  there  must  be  sufficient 
work. 
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CHAPTER  IV. 

METHOD  OF  INSTRUCTION  :  CLASS  SUBJECTS. 

Methods  diflfer. — Method  is  determined  to  a  great 
extent  by  the  subject.  This  is  so  because  of  the  general 
purpose  of  making  each  subject  intelligible,  and  of  so 
teaching  it  as  to  discipline  the  mind.  For  each  subject  has 
its  own  class  of  facts  and  its  own  educative  power.  It  is 
true  that  in  all  early  instruction  one  general  principle  holds,  ' 
namely,  that  the  mind  must  be  filled  with  the  facts  of  the 
subject,  before  it  can  engage  on  that  systematic  or  scientific 
course  by  which  its  principles  or  laws  become  revealed.  It 
is  also  true  that  all  real  instruction  aims  at  putting  these  facts 
into  the  mind,  and  then  at  using  them  to  train  the  mind 
in  thoughtful  habits.  But  it  is  this  principle  which  makes 
necessary  a  variety  of  method.  Take  the  three  typical 
subjects.  Geography,  History,  and  Grammar :  their  facts  are 
not  obtained  in  the  same  way.  Some  of  those  of  geography 
were  gained  by  observation,  and  others,  as  the  shape  and 
motions  of  the  earth,  by  inferences  founded  on  observations. 
Those  of  history  come  to  us  through  testimony,  and  enter 
into  our  conceptions  through  descriptions,  and  by  the  aid 
of  analogies  drawn  from  our  every  day  life.  Those  of 
grammar  come  through  hearing,  reading,  and  speech,  and 
the  interpretation  put  by  the  mind  on  verbal  signs.  Hence 
it  follows  that  the  method  in  the  early  stages  of  these 
subjects  must  vary,  if  the  facts  are  to  be  acquired  in  an 
educative  way.  The  same  holds  true  in  the  later  stages. 
For  the  modes  of  discovering  under  a  ta\3^1\^\'£\\?3  0I  Sas^x^ 
their  identifying  principle,   of   classif^iig,  V)cvfe  iasi\.^>  ^^cA. 
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making  generalisations  from  them,  must  be  influenced  by 
the  process  of  obtaining  them.  This  being  so,  nothing  can 
be  worse  in  the  interests  of  true  education  than  the  com- 
mon practice  of  putting  small  cram  books  into  the  hands 
of  children,  that  they  may  have  on  their  lips,  facts,  dates, 
and  names,  in  order  to  pass  in  an  examination.  This  un- 
worthy practice  is  in  such  favour,  that  one  of-  its  promoters 
boasts  that  he  sells  millions  yearly  of  his  trashy  epitomes. 
Surely  they  who  use  such  books  forget  that  schools  do  not 
exist  for  the  mercenary  interests  of  the  teacher.  They 
should  realise  that  the  school  and  teachers  are  maintained 
for  the  sole  purpose  of  educating  the  children  well.  It  is 
disgraceful  to  sacrifice  the  interests  of  the  children  to  the 
teacher's  profit,  or  it  may  be  to  his  indolence. 

I.  Geogjaphy,  rightly  taught,  becomes  early  an  edu- 
cational instrument.  Its  educative  power,  at  any  stage, 
depends  on  the  facts  with  which  it  deals  being  intelligently 
known.  There  can  be  no  education  by  it,  where  it  is  a 
mere  summary  of  names,  definitions,  generalisations,  and 
facts.    The  facts  must  be  acquired  in  the  right  ways. 

{a)  Observation. — The  foundation  must  be  laid  on  ob- 
servation. In  early  life  the  senses  are  active,  and  things, 
obtained  by  their  aid,  are  stored  in  the  mind  as  ideas. 
Ideas  united  to  language  are  more  completely  at  the  command 
of  memory.  First  lessons  in  geography  should  combine  ob- 
servation and  description.  The  neighbourhood  of  the  school 
should  furnish  the  material  for  them.  Facts  abound  in  every 
locality.  Some  neighbourhoods,  it  is  true,  are  better  furnished 
than  others,  but  one  who  knows  how  to  use  his  senses  will  find 
appropriate  facts  in  all.  Even  a  large  city  offers  them  in  the 
fall  of  rain  on  its  roofs,  the  flow  of  water  in  its  gutters,  the 
direction  of  shadows  at  different  times  of  the  day ;  in  the 
clothing  and  trades  of  its  people,  and  in  similar  things.  In 
other  places,  ideas  of  hills,  valleys,  pVaVxis,  ^\x^^m^^  ^^o^Vas^ 
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and  employments  may  all  be  obtained  by  observation  intel- 
ligently directed  and  thoughtfully  utilised.  An  advance  on 
this  would  be  by  a  judicious  use  of  clay  models.  Let  the 
teacher  get  a  large  flat  board,  and  on  this  model  out  in  clay, 
first  the  district,  then  the  home  county,  then  such  places  as 
the  Isle  of  Wight,  and  he  will  find  himself  able  to  convey, 
intelligently,  ideas  of  all  the  more  important  facts,  and  to 
point  out  some  of  their  relations. 

(b)  Description. — At  every  stage  there  must  be  vivid 
description.  Observation  rightly  used  makes  description  a 
reality.  It  is  as  the  teacher's  description  employs  the  ideas 
the  children  have  thus  acquired,  that  the  new  facts  become 
realities.  Description  is  necessary  also  that  the  scenes  may  be 
associated  with  language  ;  then,  as  Pillans  says  of  intel- 
ligence in  reading,  there  is  a  twofold  force  in  the  facts; 
while  at  the  same  time  language  also  tends  to  their  per- 
manent retention,  and  to  their  being  at  command.  The 
teacher  will  do  well  to  go  to  places,  say  a  hill-side,  and 
make  notes  of  what  he  observes,  and  import  these  into  his 
descriptions — a  practice  that  comes  recommended  to  us  by 
the  example  of  Sir  Walter  Scott.  Should  he  live  in  a  hilly 
district,  when  there  has  been  a  heavy  downpour  of  rain,  let 
him,  while  the  streams  are  yet  full,  go  amongst  the  hills  and 
note  minutely  all  that  is  there.  In  like  manner  when  he 
goes  to  some  new  scene,  let  him  enter  in  his  note-book 
minute  descriptions  of  what  he  sees.  In  early  lessons 
the  teacher  must  not  attempt  too  much.  The  facts 
can  be  imprinted  only  by  much  repetition.  But  this  per- 
manence cannot  be  obtained  if  the  facts  in  the  lesson  are 
many.  In  dealing  with  facts  there  must  not  be,  at  first, 
attention  to  minute  differences.  For  instance,  in  a  lesson 
on  Bays,  by  aid  of  a  clay  model  of  Cornwall  and  Devon, 
it  would  not  be  wise  to  take  up  the  points  of  dissimilarity, 
but  those  in  which  they  all  agree,  with  )U^\.  ^.  x^tei^XLC^  ^si 
their  difference  in'size. 
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(c)  Induction. — ^As  the  lessons  advance,  more  must  be 
attempted.  When  the  mind  has  ideas,  relations  between 
the  facts  may  be  noted.  Little  inferences  may  be  at- 
tempted, as  the  direction  of  rivers  by  the  contour  of  the 
country.  As  the  facts  accumulate  and  the  intelligence 
strengthens,  there  may  be  efforts  at  classification  of  the  facts 
and  generalisations  from  them:  At  length  the  facts  which  the 
pupils  possess  may  serve  to  illustrate  general  laws.  But  there 
must  not  be  haste.  Processes  that  imply  a  grasp  of  many 
facts  and  of  reasoning  from  them  are  not  available  with 
children.  But  with  such  facts  as  they  can  infer,  such  laws 
as  they  can  discover,  they  should  be  trained  to  make  the 
effort.  How  some  coasts  are  broken,  others  not ;  how  some 
rivers  have  their  sources  near,  yet  take  widely  divergent 
courses ;  how  the  rapidity  of  a  river  is  affected  by  its  fall, 
volume,  and  windings ;  how  some  parts  are  densely  peopled, 
others  sparsely — are  the  kind  of  facts  on  which  children  may 
be  trained  to  think. 

2.  History  in  some  of  its  aspects  lies  outside  of  the 
possibilities  of  an  elementary  school.  Yet  the  foundation 
should  be  laid  there  for  its  subsequent  profitable  study.  It 
has  for  its  subject  human  nature  in  certain  phases  of  thought, 
purpose,  action,  and  combination ;  which,  rightly  treated, 
may  be  productive  of  benefit  that  no  other  subject  could 
secure.  But  all  will  depend  on  the  choice  of  topics  and  the 
mode  of  treatment.  We  must  condemn  at  once  the  practice 
of  giving  a  skeleton  of  bones,  held  together  by  a  verbal 
string,  and  calling  it  history.  Bacon  says,  *  As  for  the  cor- 
ruptions and  moths  of  history,  which  are  epitomes,  the  use 
of  them  deserveth  to  be  banished,  as  all  men  of  sound  judg- 
ment hath  confessed.'  Knowledge  is  power  when  it  can  be 
applied,  otherwise  it  is  of  no  value.  This  ought  to  be  a 
guide  to  the  matter  and  method  of  history  in  schools.  It 
should  help  to  the  development  of  the  intellect,  to  the  filling 
of  the  mind  with  fructifying  ltul\\,  to  Xh^  xftot^  ^^n^svc^- 
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ment  of  the  learner,  to  a  feeling  of  thankfulness  for  much 
that  we  now  possess,  and  to  a  condition  in  which  the  present 
shall  be  a  seed-time  of  good  in  the  future. 

{a)  Advantages  to  the  intellect— The  least  benefit 
of  right  teaching  will  be  to  the  memory,  to  which  it  commits 
the  care  of  many  things  more  or  less  connected.  A  still 
higher  culture  is  that  which  it  offers  to  the  conceptive 
faculty  and  to  the  imagination.  History  should  be  so  taught 
as  to  fill  the  mind  with  pictures.  The  teacher  should  accus- 
tom himself  to  conceive  its  scenes  vividly,  and  to  describe 
them  graphically.  The  material  is  in  abundance.  In- 
dividual men  and  classes  of  men,  costumes,  customs, 
dwellings,  and  actions  are  a  few  of  the  varieties.  The  dead 
past  must  in  his  hands  become  a  present  reality.  As  facts 
accumulate  and  the  mind  is  stored,  another  step  may  be 
taken.  The  facts  may  be  compared,  weighed,  reflected 
upon,  and  inferences  drawn.  This  is  a  culture  of  the  judg- 
ment, than  which  nothing  can  be  better  if  rightly  conducted. 
The  facts  have  come  on  testimony.  What  testimony  ? — ot 
observers,  actors,  or  from  hearsay  ?  Is  the  testimony  trust- 
worthy? Have  we  all  the  facts?  These  and  similar  ques- 
tions will  suggest  to  the  teacher  that  he  should  caution  his 
children  against  hasty  and  rash  judgments,  in  order  that 
that  they  may  be  saved  from  false  ones.  He  will  have 
frequent  opportunities  of  impressing  upon  them  the  duty 
of  careful  examination  before  forming  a  judgment.  He 
must  also  bear  in  mind  another  point.  Historical  matters 
have  come  down  to  us  mixed  with  personal  opinions,  or 
coloured  by  prepossessions.  It  thus  becomes  his'  busi- 
ness to  discriminate,  and  to  set  free  the  facts  from  the 
opinions.  He  must  not  give  opinions  as  history.  He 
must  guard  against  giving  a  bias  to  the  mind.  'For,'  as 
Bacon  observes,  '  it  is  the  true  oflice  of  history  to  repre- 
sent the  events  themselves  together  with  the  ew3CB&€^^,  ^xsSs. 
to  leave  the  observations  and  conduslotis  ^eieoj^oTL  \.^  "^^ 
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liberty  and  faculty  of  every  man's  judgment'  Further, 
history  should  be  so  taught,  as  to  put  not  only  food  for 
reflection  into  the  mind,  but  germs  that  will  grow  and  spread. 
It  offers  the  means  of  putting  in  that  which  shall  be  a  living 
power,  gathering,  appropriating,  and  assimilating.  No  other 
subject,  except  religious  teaching,  is  so  well  adapted  to  do 
this.  Arithmetical  rules  and  their  applications  give  nothing 
for  creative  thought,  and  the  same  is  more  or  less  true  of 
grammar  and  geography.  But  history,  rightly  taught,  im- 
plants germs  which  have  a  constant  force  of  accretion  in  all 
following  years. 

{b)  Moral  benefit. — The  moral  aspect  of  the  subject 
should  never  be  absent  from  the  teacher's  mind.  Dealing 
with  human  actions,  and  drawing  pictures  in  which  Man 
always  occupies  the  foreground,  it  is  impossible  to  teach 
it  rightly  without  calling  forth  emotions.  How  utilise  them  ? 
Not  by  a  formal  moral  lesson ;  that  will  quench  them.  The 
utmost  that  may  be  allowed  is  a  pithy  remark,  dropped  at 
the  right  moment,  so  that  it  may  be  incorporated  with  the 
picture.  A  right  treatment  will  instil  a  principle,  and  the 
right  word  clench  it,  without  any  formal  statement.  For 
instance,  a  lesson  on  *  Towton '  might  leave  a  very  deep 
impression  of  the  scene  and  its  incidents  in  the  imagina- 
tion, associated  with  strong  feelings  of  horror  and  com- 
miseration, and  of  great  thankfulness  that  such  a  fight  is 
now  impossible  in  England. 

(c)  Selection  of  topics. — It  is  a  matter  of  necessity 
that  right  topics  should  be  selected.  History  presents  much 
beyond  children's  powers,  because  outside  of  their  sympathy, 
experience  and  attainment.  That  its  teaching  may  have  due 
force,  the  topics  must  agree  with  the  conditions  of  their  in- 
telligence. They  can  interpret  the  past  only  by  what  they 
know;  hence  if  they  are  to  receive  real  benefit,  they  must 
have  such  a  Icnowledge  of  the  pteseivl  asm\\  ^Tva.ble  them  to 
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realise  the  past,  and  to  profit  by  it.  The  early  lessons  should 
be  based  on  incidents  which  are  apparently  isolated  They 
will  thus  follow  the  great  law  by  which  God  orders  the 
growth  of  all  early  intelligence.  The  purpose  of  such  lessons 
would  be  to  prepare  the  pupils  to  understand  a  more  sys- 
tematic course. 

(i)  First  step. — The  first  lessons  will  begin  with  Home 
and  Now.  The  home  and  its  surroundings  will  furnish 
topics  by  which  the  past  may  be  better  realised.  How 
people  now  live;  their  condition,  employments,  clothing, 
and  dwellings  ;  their  food,  and  how  provided;  the  means 
of  satisfying  all  the  needs  of  large  towns — taking  the  nearest 
one ;  things  cultivated  in  gardens  and  in  fields,  and  those 
supplied  by  other  lands  ;  the  first  introduction  of  some 
things,  e,g,^  the  potato  ;  a  table  now  at  dinner  time  and  a 
similar  one  400  years  ago ;  roads,  modes  of  conveyance, 
freedom,  and  facility  of  travelling : — these  and  similar  topics 
would  prepare  the  pupils  for  lessons  on  the  past 

(ii)  Second  stage. — Another  step  would  be  to  trace 
back  from  the  present  one  or  two  of  such  lines.  Take  modes 
of  travelling  : — A  map  of  England  in  1830,  and  one  now  con- 
taining the  great  railway  trunks  and  their  more  important 
branches ;  and  the  large  numbers  daily  travelling  on  these 
lines  ;  then  a  picture  of  roads  and  travelling  seventy  years 
since,  the  stage  coach,  its  few  passengers  and  its  guard ; 
then,  still  further  back,  roads  and  conveyances  300  years  ago, 
and  the  little  travelling.  Another  line  might  be,  the  con- 
dition of  labourers  now,  in  their  homes,  food,  fuel,  clothing, 
liberty,  and  instruction  ;  and  pictures  of  these  in  the  near 
and  in  the  far  past.  Let  the  children  realise,  for  instance, 
how  many  comforts  and  advantages  even  the  very  poor  now 
have  which  Alfred  could  not  command.  Besides  facts  Ilka 
these,  the  district  and  the  county  w\\\  iumv^  \\&  ^\c^^Qx^^* 
Even  village  names  will  supply  them  to  ticios^  'wVo  >3iQr«  >Nsy« 
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to  use  them.  For  instance,  in  the  place  where  this  Is  being 
written,  there  is  the  *  ham '  in  the  middle,  and  the  *  ceorl  ton ' 
on  one  side,  and  the  '  swine  ton '  on  the  other.  What  a 
picture  is  here !  Then  what  pictures  could  be  formed  in 
connection  with  the  manor  court,  county  court,  old  halls, 
and  old  ruins!  It  should  be  an  aim  of  the  teacher  thus 
to  people  the  neighbourhood  of  the  school  with  a  living 
past. 

(iii)  Third  course. — Such  courses  of  lessons  should  be 
followed  by  one  beginning  with  the  reign  of  Queen  Victoria. 
In  this  there  should  be  attempted  the  conception  of  an 
Empire  on  which  the  sun  never  sets.  Then  such  things  in 
the  reign  as  come  within  the  grasp  of  the  pupils.  The 
penny  post  and  the  enormous  correspondence  it  has  created. 
The  Irish  famine,  the  corn  law  agitation,  free  trade,  and 
the  growth  of  material  prosperity.  How  far  modem  legis- 
lation is  to  be  charged  with  making  us  a  mercenary  people. 
How  far  it  explains  tricks  of  trade,  inferior  workmanship, 
false  quantities,  and  those  other  things  which  are  now 
lowering  the  English  name  in  the  markets  of  the  world. 
Railways,  telegraph  lines,  and  the  many  inventions  of 
this  period.  The  education  movement  and  the  large  ex- 
tent to  which  it  had  spread  by  voluntary  effort,  before  it 
received  aid  from  Government.  These  and  such  like  things 
are  those  in  which  the  children  should  receive  instruction. 
Then  they  should  be  taken  to  the  period  immediately  pre- 
ceding, say  from  the  Peace  to  the  accession  of  Queen  Vic- 
toria, and  so  on  backwards,  until  we  are  satisfied  that  the 
children  are  in  a  condition  to  have  a  book  put  into  their 
hands,  in  which  they  may  trace  the  nation^s  growth  from  the 
distant  past. 

3.  Grammar. — We  take  our   final   illustration  from 

grammar,  of  tht  principle  that  method  must  differ  according 

to  the  subject.     This  deals  mtlv  s^xA-^xicft^  ^m\^  nicstds  as 
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setting,  forth  mental  states  and  operations.     Its  matter  thus 
consists  of  abstract  signs,  and  the  mental  states  which  these 
represent  form  part  of  what  is  called  the  logical  faculty. 
Grammar  offers  the  lower,  or  rather  the  outside  region,  in 
which  this  faculty  works.   The  various  operations  conducted 
by  it  are,  amongst  others,  analysis,  comparison,  selection,  ab- 
straction, and  judgment.  Viewed  educationally,  grammar  has 
thus  something  in  common  with  arithmetic,  but  differs  from 
it,  in  its  matter  being  less  exact.  It  differs  further  in  requiring 
a  larger  accumulation  of  material  before  it  can  be  made 
the  subject  of  profitable  study.     But  this  accumulation  has 
been  going  on  from  the  first  moment  that  sentences  fell 
on  the  child's  ear,  or  arrested  its  attention.     How  will  this 
affect  the  process  of  its  further  instruction?    Does  it  war- 
rant the  common  plan  of  beginning  with  words?    Now  it 
may  be  conceded,  that  the  child  may  be  taught  to  select 
words  from  its  stores  and  to  group  them  as  nouns,  verbs, 
and  adjectives.     But  to  do  this,  it  must  have  a  definition, 
or  its  equivalent,  to  guide  the  selection.     This,  however, 
implies  the  possession  of  grammatical  knowledge,  for  a 
definition  sums  up  what  was  before  known.     This  is  a  false 
method.     Grammar  should  be  learnt  inductively.     Its  facts 
and  laws  should  be  discovered.     For  instance,  the  power  of 
words  should  be  gathered  from  sentences,  and  the  learner 
group  or  classify  them  according  to  their  offices.     Besides,  to 
begin  with  words  is  as  absurd  as  it  would  be  in  arithmetic 
to  begin  with  fractions,  for  a  sentence  is  the  unit  of  speech. 
To  this  add,  that  some  of  the  facts  are  absolutely  unintelli- 
gible until  sentences  are  understood. 

(a)  Reading  lesson. — In  the  adoption  of  a  course  01 
grammatical  instruction  there  should  be  some  regard  to  the 
length  of  time  the  learner  may  stay  at  school.  This  may 
be  altogether  too  short  for  anything  like  systematic  sfc^i.<i?i« 
But  eyery  child  leaving  school^  aViOxAd  Yvscy^  ^c^^axt^^  ""^s^ft- 
power  of  gathering  from    booka   aM  it  t^?As,  ^"s^^ 
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ability  in  the  right  use  of  speech.  These  may  be  secured 
by  so  treating  the  reading  lessons,  that  the  main  facts 
with  which  grammar  deals  may  be  obtained.  A  portion  of 
time  should  be  set  apart  for  examination  and  exposition 
of  what  is  read.  A  judicious  mode  of  questioning  will 
bring  out  the  relations  of  subject,  predicate,  and  adjuncts ; 
will  direct  to  the  variations  in  the  forms  of  words,  and  the  re- 
lations so  expressed  ;  and  will  bring  out  the  forces  of  words 
themselves.  This  followed  up  daily,  the  children  would  be 
led  gradually,  by  an  almost  unconscious  induction,  to 
discover  principles,  and  to  classify,  generalise,  and  form  rules 
for  themselves. 

(b)  Oral  lessons. — Concurrently  with  this  exami- 
nation may  be  oral  lessons  with  the  aid  of  the  black-board. 
Start  with  simple  sentences,  and  gradually  enlarge  them 
until  every  variety  has  been  dealt  with.  Do  not  write  a 
sentence  and  deal  with  it ;  then  another,  and  so  on.  But  write 
a  dozen  sentences  of  like  structure  on  the  board,  and  let 
the  children  by  examining  and  comparing,  discover  the 
main  facts  which  happen  to  be  the  subject  of  the  special 
lesson.  For  instance,  let  the  first  lesson  be  on  sentences 
in  their  simplest  form,  as,  fire  burns,  snow  melts,  rain  falls, 
water  flows.  The  first  point  will  be  that  each  sentence  sets 
forth  a  different  statement.  The  next  step  will  be,  to  lead 
them  to  discover  in  each  the  parts  that  perform  precisely 
the  same  office ;  and  thus,  step  by  step,  to  lead  to  a  know- 
ledge of  a  sentence,  its  essential  elements,  and  the  special 
force  of  the  words  employed.  The  thing  to  be  guarded 
against  is,  introducing  too  soon  such  technical  terms  as  sub- 
ject, predicate,  noun,  and  verb. 

The  principle  on  which  such  a  course  is  founded  is  that 
common  to  all  science.     It  implies  that  the  facts  of  language 
are  gathered,  their  relations  ascertained,  and  then  that  the 
Jaws^  principles,  and  rules  underlying  them  are  educed. 


THE  CLASS.  245 


CHAPTER    V. 

THE  CLASS. 

Class  management. — ^The  proper  management  of  the 
class  is  necessary  to  efficient  instruction.  The  mind  of  the 
teacher  must  not  be  in  his  lesson  so  much  as  in  his  class. 
His  lesson  is  a  means,  not  an  end.  He  has  rather  to 
instruct  a  class  than  to  teach  a  subject  His  test  must  be 
how  far  all  benefit  by  his  work.  Now  a  class  is  not  homo- 
geneous.  There  is  as  great  a  variety  in  temperaments, 
abilities,  and  habits,  as  in  faces.  A  teacher,  to  be  successful, 
must  know  his  class,  and  must  treat  it  according  to  know- 
ledge. There  should  be  no  guess-work  in  the  management 
of  it.  The  class  is  not  a  machine ;  but  is  composed  of 
living  beings,  thinking  and  acting  for  themselves,  each  having 
distinct  feelings  and  aims,  and  each  requiring  more  or 
less  of  special  treatment.  Yet  the  aim  of  class  work  is  unity 
©faction.  The  class  is  to  have  one  aim,  and  to  be  ani- 
mated by  one  spirit.  It  is  to  be  brought  to  seek  the 
highest  attainable  perfection  in  its  work.  Hence,  this  will 
require  in  the  teacher  very  considerable  knowledge  and  skill, 
and  the  right  use  of  certain  means  and  devices  by  which  the 
co-operation  of  the  scholar  is  sought. 

I.  Instincts. — The  teacher  must  lay  the  basis  of  his 
management  in  the  instincts  of  the  children.     Instincts 
cannot  be  eradicated.    The  child's  nature  cannot  be  changed. 
Acting  contrary  to  instincts  will  bring  tioubXfc^  &^\x^'5.'5»,  ^^^^ 
failure;   gcting   through  them,  success,     Kxaox^'^x  oKissRx 
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instincts  there  are  those  of  action.  These  are,  activity  of 
body  and  mind,  the  tendency  to  seek  employment,  the 
pleasure  in  the  intelligent  use  of  the  faculties,  the  gratifica- 
tion in  obtaining  knowledge,  and  especially  in  discovering 
it,  and  the  instinct  of  power.  Then  again,  there  are  the 
social  tendencies  ;  manifested  in  quick  sympathies  of  the 
children,  in  the  zest  with  which,  they  act  in  common,  in 
their  love  of  talk,  in  their  desire  to  tell  others  what  they 
know,  and  in  their  endeavours  to  engage  others  in  what 
they  themselves  are  doing.  In  these  things  there  are 
great  forces  for  good,  to  those  who  know  how  to  use  them. 
By  their  means  may  be  obtained  simultaneous  action,  ener- 
getic working,  oneness  of  feeling,  a  high  public  opinion, 
emulation  of  the  highest  type,  and  the  great  result — commu- 
nity of  benefit.  In  addition  to  these,  there  is  the  instinct  of 
dependence,  shown  in  their  implicit  trust,  and  in  their  con- 
fidence in  what  their  teacher  says.  This  also  tends  to  the 
feeling  of  personal  regard.  In  these  things  lie  the  teacher's 
power,  which  will  be  increased  by  his  just  and  right  treatment 
of  his  children. 

2.  Varieties  of  character. — ^Varieties  of  habit  and 
character  will  present  the  greatest  difficulty  in  class  manage- 
ment. The  teacher  will  find  room  for  all  the  skill  he  can 
acquire  in  the  right  treatment  of  these  varieties.  He  will 
have  to  deal  with  the  quick  and  the  slow,  the  bright  and  the 
dull ;  with  those  whose  memories  are  quick  to  take,  and 
those  who  seem  tardy  because  they  must  understand  ;  with 
the  imaginative  and  with  the  matter-of-fact  minds.  He  will 
also  have  to  deal  with  inattention,  idleness,  indolence, 
and  sluggishness ;  and  with  the  heedless,  the  careless, 
the  indifferent  and  the  slovenly.  Some  will  give  trouble 
by  their  loud,  noisy,  and  boisterous  ways ;  others  firom 
their  timidity,  nervousness,  and  low  speaking;  while  he 
may  have  rude,  pert,  coarse,  unruly,  and  sulky  children. 
It  Is  impossible  to  Jay  down  special  rules  for  these  casesj 
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for,  as  Locke  says,  that  which  succeeds  with  one  often  fails 
with  another,  because  the  same  condition  is  brought  about 
by  various  means.  What  the  teacher  should  do  may  be 
gathered  from  an  analogous  case.  A  skilled  physician  is  one 
who  joins  to  the  general  knowledge  needed  by  him  special 
study  of  individual  cases.  Let  the  teacher  do  the  same. 
Let  him  bring  to  his  work  all  the  aptitude  which  pro- 
fessional study  can  give,  and  let  him  attentively  study 
all  the  cases  with  which  he  has  to  deal.  Yet  a  few  instances 
of  treatment  may  be  suggested.  A  sharp  lad,  with  a  ten- 
dency to  conceit,  might  have  work  assigned  him  in  which 
failure  was  certain.  He  must  not  be  praised  for  work  done, 
but  must  be  made  to  feel  how  little  he  can  do.  Patience  is 
needed  with  the  dull.  An  old  proverb  tells  us  that '  Patient 
kindness  wins  patient  pains.'  Forced  idleness  is  sometimes 
'  the  best  cure  for  idleness.  Rudeness,  when  it  proceeds  from 
ignorance,  may  be  removed  by  instruction ;  when  it  is  to  give 
pain,  or  to  draw  attention,  it  may  be  cured  by  simply  taking 
no  notice.  Silent  contempt  is  often  a  certain  cure  of  for- 
ward and  pert  ways. 

3.  Attention. — The  devices  to  secure  attention  and  to 
form  a  habit  of  work  are,  challenging,  attention  to  answering, 
and  the  right  use  of  praise.  That  the  children  may  learn, 
they  must  give  continuous  attention,  otherwise  there  is  loss, 
and  it  may  be  utter  failure.  Hence  the  benefit  of  challeng- 
ing. That  is,  requiring  at  any  moment  proof  of  present 
attention,  and  evidence  that  it  has  been  constant  Starting 
from  the  last  thing  said,  as  many  questions  are  put  on  pre- 
vious work  as  the  teacher  finds  necessary.  But  he  must  be 
discriminating.  The  boy  whose  mind  is  busy,  grappling 
with  something  said,  must  not  be  mistaken  for  one  whose 
wits  are  wool-gathering.  Challenging  is  a  good  mode  of  re- 
calling to  duty.  *  Jones,  look  this  way,'  not  only  diverts  the 
attention  to  him,  but  puts  in  peril  his  obedience.  ButlettKe. 
teacher  put  a  question  to  the  class,  and  caXV>x^ow\ 
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reply,  and  follow  this  by  other  questions;  then  should  he 
break  down,  the  replies  of  others  will  appeal  to  his  self- 
respect  and  sense  of  duty. 

4.  Answering. — ^The  extent  to  which  each  takes  part  in 
a  lesson  is  influenced  by  the  mode  of  answering.  The 
purpose  is  to  get  each  to  work  all  the  time.  This  is  best 
accomplished  by  individual  answering.  Not  by  question- 
ing in  succession,  nor  by  random  indiscriminate  questioning, 
for  this  would  result  in  inattention.  Nor  by  taking  the 
replies  of  such  as  are  ready  or  forward,  for  then  those  who 
most  need  remain  unnoticed.  The  teacher  should  have  a 
clear  plan,  so  that  no  one  would  be  missed,  yet  no  one 
know  when  he  may  be  questioned.  Questions  should  be 
addressed  to  the  class,  and  the  one  to  reply  then  indicated. 
This  secures  an  effort  from  all,  while  it  retains  to  the 
teacher  the  power  of  stimulating  such  as  most  need  it 
Holding  up  hands  is  a  necessary  device  for  many  teachers, 
but  it  is  one  that  tends  to  waste  of  time.  Such  also  is  the 
practice  of  saying  *  More  hands  up.*  The  more  rapid  the 
answering  and  the  more  spirited  the  questioning,  the  more 
likely  there  is  to  be  success.  Simultaneous  answering  is 
effective  in  recapitulation. 

5.  Praise. — Praise  and  commendation  evincing  sym- 
pathy and  approval,  are  good  things  in  class  teaching.  The 
pupils  are  children.  They  have  youthful  sympathies,  hopes, 
and  fears.  They  have  little  experience.  Their  knowledge  of 
right  they  acquire  from  the  approval  of  those  over  them. 
They  are  stimulated  by  the  approbation  of  those  whom  they 
regard.  Hence  commend,  not  niggardly,  yet  with  dis- 
crimination. To  do  well,  when  it  is  easy  to  do  well,  does 
not  deserve  praise.  Measure  the  work  by  the  power  to  do 
it.  Commend  not  only  success,  but  effort.  He  who  has 
wrought  and  failed  may  be  more  deserving  than  he  who  has 

eded. 
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6.  Moral  forces. — The  moral  forces  at  work  in  the 
class  will  demand  constant  care.  The  moral  character  is  being 
imperceptibly  formed  by  agencies  that  are  always  at  work. 
Some  of  them  are  direct,  others  are  indirect  and  silent.  The 
teacher  must  be  vigilant  Moral  offences  should  not  escape 
his  eye,  yet  he  must  not  act  as  if  he  constantly  expected 
them.  Acts  of  copying,  or  furtive  looks  at  others'  work 
must  be  dealt  with,  not  only  for  the  benefit  of  the  culprit, 
but  to  establish  a  community  of  sentiment,  a  public  opinion, 
which  shall  act  as  a  safeguard.  The  individual  offence 
must  be  treated  in  such  a  way  as  will  put  into  the  mind  of 
all  a  moral  principle,  which  shall  prevent  many  similar 
faults. 


SECTION  VI. 

HOW  TO  TEACH  GRAMMAR 


CHAPTER  I. 

INTRODUCTION. 

In  teaching  any  subject,  it  is  of  the  highest  importance 
that  we  should  constantly  bear  in  mind  what  is  the  utility  of 
the  subject  in  itself,  and  how  far  we  may  make  our  teaching 
of  it  instrumental  in  the  discipline  and  training  of  the  mind. 
Some  subjects  are  of  great  value,  considered  merely  as  ex- 
tensions of  our  knowledge  ;  others  are  mainly  valuable  for 
the  intellectual  exercise  which  they  afford.  But  in  no  sub- 
ject should  the  teacher  lose  an  opportunity  of  teaching  the 
child  through  the  subject. 

The  object  of  teaching  grammar  is  twofold,  viz., 

(i)  to  enable  children  to  speak  and  write  correctly,  /V.  in 
accordance  with  the  laws  of  the  language,  and  (2)  to  cultivate 
their  minds  through  those  inductive  and  deductive  exercises 
which  the  study  of  grammar  supplies. 

Children  learn  to  speak  with  tolerable  accuracy  by  uncon- 
scious inductions  from  the  language  which  they  hear  spoken 
by  their  seniors  and  find  written  in  books.  At  first  their 
limited  vocabulary  and  their  inability  to  master  the  laws  of 
inflexion  and  syntax  lead  them  into  all  sorts  of  grammatical 
blunders.  They  will,  for  instance,  use  the  2LCOisaJcN^  c-asR. 
of  a  ptonoun  instead  of  the  nominative-,  Xhe^  -w^tcl^^  <3k^^ 
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form  of  the  verb  do  duty  for  singular  and  plural,  for  first, 
second,  and  third  person,  for  past,  present,  and  future  tense,  and 
so  on.  By  degrees  they  master  the  difficulties  of  inflexion  and 
syntax,  and  learn  to  speak  correctly,  though  they  are  unable  to 
state  the  laws  which  they  observe.  The  process  by  which 
this  knowledge  is  acquired  is  obvious*  They  constantly  hear 
such  expressions  as  '  I  am  going,'  '  I  am  coming,* '  I  hear,' 

*  I  see,'  never*  me  am  going,' '  me  am  coming,' '  me  hear,' '  me 
see.'  On  the  other  hand,  they  constantly  hear  such  expres- 
sions as  '  he  saw  me,'  *  he  touched  me,'  'he  gave  me,'  pever 

*  he  saw  I,'  *  he  touched  I,'  *  he  gave  I,'  and  they  uncon- 
sciously generalize  from  such  expressions  the  rough  law  that 

*  I '  roust  be  used  before  certain  words,  and  '  me '  after  them. 
So  with  other  laws  of  language.  Examples  are  imitated 
before  the  laws  which  they  illustrate  are  formulized  and 
understood. 

In  all  our  teaching  it  is  desirable  to  observe  the  natural 
methods  by  which  children  learn  when  left  to  themselves, 
and,  as  far  as  possible,  to  make  our  own  methods  conform 
to  them.  In  the  case  of  grammar  we  have  mainly  to  con- 
vert the  unsystematized  knowledge  that  children  who  speak 
the  language  have  acquired  for  themselves  into  scientinc 
knowledge.  They  can,  for  the  most  part,  speak  and  write 
correctly.  We  have  to  show  them,  or  rather  they  have  to  dis- 
cover under  our  guidance,  the  laws  which  they  unconsciously 
observe,  so  that  they  may  be  able  to  intelligently  apply  them 
in  doubtful  cases,  where  example  fails  them  and  superficial 
analogies  might  mislead. 

Grammar  should  be  studied  first  as  an  induc- 
tive science. — So  far  as  grammar  is  a  science,  it  should  be 
studied  inductively,  /.<?.  the  truths  to  which  it  relates  should 
be  sought  for  not  in  treatises  on  grammar,  but  in  the  lan- 
guage itself,  and  it  is  in  these  inductive  labours  that  the 
study  of  grammsLT  is  mainly  valuable  as  an  instrument  of 
intellectual  discipline.     TVve  leaxiv^it  eoX^tcXs  \C\^  ^^cx.^  fet 
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himself,  classifies  them,  and  brings  out  into  distinct  recog- 
nition the  laws  to  which  he  has  with  more  or  less  accuracy 
conformed.  Grammar,  it  cannot  be  too  frequently  insisted 
upon,  was  not  made  first  to  regulate  language,  but  language 
was  spoken  and  grammar  was  derived  from  it  as  spoken. 
'Grammar  and  syntax,*  says  Mr.  Wyse,  *are  a  collection 
of  laws  and  rules.  Rules  are  gathered  from  practice ;  they 
are  the  results  of  induction  to  which  we  come  by  long 
observation  and  comparison  of  facts.  It  is,  in  fact,  the 
science,  the  philosophy  of  language.  In  following  the  pro- 
cess of  nature,  neither  individuals  nor  nations  ever  arrive 
at  the  science  first.  A  language  is  spoken,  and  poetry 
written,  many  years  before  either  a  grammar  or  prosody  is 
ever  thought  of  Men  did  not  wait  till  Aristotle  had  con- 
structed his  logic  to  reason.* 

If  our  formal  teaching  be  as  successful  as  nature's  teaching, 
we  shall  have  much  reason  for  satisfaction.  A  child,  without 
books  and  without  much  direct  teaching,  learns  to  speak  his 
own  language  in  the  first  four  or  five  years  of  his  life,  when 
his  intellectual  powers  are  weakest,  and  when  his  sole 
teachers  are  often  only  ignorant  nurses  and  children  little 
older  than  himself.  Nay,  he  learns  to  do  this  more  accu- 
rately than  many  adults,  with  all  appliances  and  means  to 
boot,  learn  to  speak  foreign  languages  in  nine  or  ten  years. 
It  is  clear  that  the  child's  method  is  right,  and  the  adult's 
method  is  wrong.  We  begin  the  study  of  language  at  the 
wrong  end.  We  endeavour  to  teach  general  laws  before  we 
have  taught  the  particular  facts  from  which  those  general  laws 
have  been  collected. 

Proper  place  for  teaching'  definitions.— Most  of 

our  old  grammars  and  many  new  ones  begin  with  defini- 
tions.    This  method  is  radically  wrong.     A  definition  may 
be  veiy  short  arid  may  seem  very  easy,  but  it  is  based  oa 
a  generalization  of  particular  truths,  and  ux^Jc^  ^^  \sivcA. 
is  SamUiar  with  these  particular  trut\vs,  X\i^  d^teaX\o\v  ^ 
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meaningless.  A  definition  should  come  last,  after  induction 
firom  these  particular  truths,  and  not  first  *  General  for- 
mulas,* says  Mr.  Herbert  Spencer, '  which  men  have  devised 
to  express  groups  of  details,  and  which  have  severally  sim- 
plified their  conceptions  by  uniting  many  facts  into  one  fact, 
they  have  supposed  must  simplify  the  conceptions  of  a  child 
also.  They  have  forgotten  that  a  generalization  is  simple 
only  in  comparison  with  the  whole  mass  of  particular  truths 
it  comprehends — that  it  is  more  complex  than  any  one  of 
these  truths  taken  singly — that  only  after  many  of  these 
single  truths  have  been  acquired,  does  the  generalization  ease 
the  memory  and  help  the  reason — and  that  to  a  mind  not 
possessing  these  single  truths  it  is  necessarily  a  mystery.' 

It  is  needless  to  dwell  upon  the  value  of  English  grani- 
mar  as  a  help  in  learning  foreign  languages.  Many  of  the 
laws  of  speech  are  common  to  all  languages,  and  to  have 
mastered  those  common  laws  in  one  language  is  a  vast  economy 
of  labour  in  studying  other  languages.  The  old  lady  who 
wished  to  learn  French  *  without  the  bother  of  learning  about 
verbs  and  participles,'  might  have  been  saved  much  of  that 
*  bother '  if  she  had  learned  something  about  the  verbs  and 
participles  of  her  own  language. 


THE   NECESSARY    QUALIFICATIONS    IN    A 
TEACHER  OF  GRAMMAR. 

It  is  to  be  feared  that  a  good  many  teachers  begin  to 
teach  grammar  on  the  strength  of  a  very  slender  personal 
acquaintance  with  the  subject.  There  is  little  excuse  for 
this  now,  when  so  many  grammars  are  easily  accessible 
which  treat  the  subject  with  some  approach  to  scientific 
accuracy.  In  some  respects  English  grammar  is  very 
simple.  It  is  simple,  for  instance,  in  its  inflexions,  though 
what  it  has  gained  in  simplicity  by  loss  of  inflexion  it  has 
lost  in  5/ntactical  clearness.  It  is  much  easier  to '  a  child 
to  recognise  the  syntactical  relation  oi  ^ot^^  \i^  xYvavt  fonn, 
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which  can  be  seen  on  inspection,  than  by  the  considera- 
tion of  the  functions  which  they  discharge  or  by  the  un- 
certain laws  of  position.  The  process  of  phonetic  decay 
has  extended  so  far  in  our  language  that  many  grammatical 
constructions,  which  were  quite  simple  a  thousand  years  ago, 
are  now  utterly  inexplicable  to  the  student  who  is  ignorant 
of  old  English.  How  is  a  teacher,  whose  knowledge  of 
English  grammar  goes  no  further  than  what  might  be  obtained 
from  books  of  the  Lindley  Murray  type,  to  explain  such  con- 
structions as  *  it  weighed  six  pounds,'  *  it  was  three  ells  long,' 
*  it  is  worth  sixpence,'  *  the  more  the  merrier,'  *  he  is  like 
me,'  'woe  worth  the  chase,'  *  a  dog  yclept  Pompey,'  'methinks,' 
'  if  you  please.'  To  explain  these  constructions  properly,  we 
must  go  back  to  the  original  constructions  of  which  they 
are  now  the  degraded  forms.  The  common  way  by  which 
ignorant  teachers  get  over  these  difficulties  is  to  supply 
words,  which  are  arbitrarily  pronounced  to  be  *  understood.' 
Yet  to  supply  words  that  do  not  belong  to  a  construction, 
in  order  to  facilitate  the  parsing,  is  really  to  parse  a  different 
construction.  We  ought  never  to  supply  a  word,  unless  we 
can  show  that  it  was  once  employed  in  the  construction 
with  which  we  are  dealing. 

Value  of  a  knowledge  of  Old  English  and  of 
foreign  languages. — Every  teacher  of  English  grammar 
should  know  something  of  Old  English,  and  more  especially 
of  Old  English  syntax,  which  has  been  curiously  overlooked 
in  most  of  our  treatises  on  grammar.  On  this  point  Mr. 
Fearon  says :  *  No  person  who  has  not  studied  Old  English, 
to  say  nothing  of  any  other  cognate  German  dialects,  can 
teach  English  grammar  with  any  safety.  This  is  why  so 
many  of  those  persons  who  teach  English  grammar,  or 
examine  in  it,  or  write  books  about  it,  however  versatile 
and  wary  they  may  be,  are  liable,  to  blunders,  to  find  them- 
selves making  mistakes  which  are  ludicxow^  \a  ^^ '^ocsSskc^. 
of  Old  English,  and  which  make  a\\  XYvos^  \i\\o  Vw^\.^ 
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with  the  subject  feel  how  unsatisfactory  it  is,  in  comparison 
with  arithmetic  or  composition,  for  purposes  of  instruction 
in  elementary  schools.' 

It  is  also  highly  desirable  that  the  teacher  should  be  ac- 
quainted with  some  other  language  besides  his  own.  Without 
going  so  far  as  Goethe,  who  said  that  *  he  who  is  ignorant  of 
foreign  languages  is  ignorant  of  his  own,'  there  can  be  no 
question  that  a  knowledge  of  other  languages  largely  helps 
us  to  understand  our  own.  I  have  known  persons  acquainted 
with  no  other  language  than  their  own,  who  seemed  unable 
to  believe  that  case  might  be  governed  by  other  parts  of  speech 
than  verbs  and  prepositions.  They  had  had  no  experience 
of  such  an  extraordinary  thing  in  their  own  language.  They 
were,  in  fact,  in  a  similar  position  to  that  of  tlie  notorious 
king  of  Siam  who,  never  having  seen  ice,  would  not  believe 
that  water  could  freeze.  And  as  travelling  through  colder 
regions  than  Siam  would  have  enlarged  his  Majesty's  views 
of  the  possibilities  of  nature,  so  an  acquaintance  with  other 
•  languages  will  enlarge  the  teacher's  views  of  the  possibilities 
of  language.  Mr.  Fearon  writes:  *  English  grammar  is  un- 
fortunately taught  in  our  elementary  schools  by  teachers  who 
for  the  most  part  are  unacquainted  with  the  grammar  of 
any  other  language.  The  consequence  of  this  is,  they  have 
no  power  of  steadying  their  thoughts  and  testing  their  con- 
clusions in  English  grammar  by  comparisons  of  them  with 
their  thoughts  and  conclusions  in  the  grammar  of  any  other 
language  living  or  dead.  The  inspector,  even  if  he  does  not 
know  anything  of  Old  English  or  German,  is  saved  by  his 
knowledge  of  Latin  from  many  a  mistake  into  which  the 
teacher  falls  ;  and  it  is  impossible  to  overrate  the  importance 
of  even  a  little  knowledge  of  Latin  for  the  purposes  of  an  ele- 
mentary school  teacher,^  In  this  opinion  I  cordially  concur. 
The  introduction  of  the  study  of  Latin  and  French  into  our 
training  colleges  has  already  had  a  markedly  beneficial  effect 
upon  the  teaching  by  the  students  of  English  grammar. 
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CHAPTER    II. 

CLASSIFICATION  AND   DEFINITION. 

A  LARGE  part  of  every  science  is  devoted  to  classification. 
Grammar  relates  almost  exclusively  to  various  kinds  of 
classification.  It  begins  with  the  classification  of  words  as 
parts  of  speech ;  then  it  advances  to  the  classification  of  the 
inflexions  which  words  undergo  ;  finally  it  classifies  the  syn- 
tactical  relations  which  subsist  between  words  in  sentences. 
It  is,  therefore,  of  great  importance  that  the  teacher  should 
understand  the  principles  on  which  a  logical  classification  is 
made,  more  especially  if  he  proposes  to  teach  grammar  from 
the  language  itself  and  not  from  a  book. 

Laws  of  classification. — i.  A  logical  classification 
is  based  upon  one  idea  or  leading  principle.  Thus  we  might 
classify  words  according  to  their  derivation,  their  form,  or 
their  function ;  but  we  must  not  classify  them  on  two  or 
three  principles  at  the  same  time,  or  we  shall  inevitably 
have  what  logicians  call  a  cross-division,  />.  one  class  will 
run  into  another  class,  and  the  same  individuals  will  belong 
to  a  variety  of  classes.  If  we  divide  nouns  into  proper, 
common,  abstract,  concrete,  and  nouns  of  multitude,  we 
violate  the  rule  laid  down.  The  division  of  nouns  into 
common  and  proper  is  based  upon  one  principle,  viz.  this 
— that  all  nouns  are  the  names  either  of  individuals  or  of 
classes  of  individuals.  The  division  of  nouns  into  abstract 
and  concrete  is  based  upon  another  priivci^l^^  n\l.  ^^^ — 
jluit  all  nouns  are  iYit  names  eiAvet  oi  >i5Kvxv%^  V-^nxsv^  ^^b. 
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actual  existence,  or  of  things  that  have  only  an  intellectual 
existence,  i.e.  have  no  independent  existence  outside  the 
mind.  The  designation  *  nouns  of  multitude '  implies  a 
classification  of  nouns  on  a  third  principle,  viz.  this — that 
all  nouns  denote  either  single  individuals  or  a  plurality  of 
individuals,  or  classes  of  individuals  considered  as  indivi- 
duals. 

None  of  these  classifications  is  wrong,  but,  if  the  classes 
based  upon  them  are  mixed  up,  as  though  they  were  co- 
ordinate, we  shall  invariably  be  led  into  confusion.  It  is 
clear  that  a  noun  might  be  concrete  and  common  and  a 
noun  of  multitude  at  the  same  time. 

The  division  into  proper  and  common  is  exhaustive,  />. 
it  includes  all  nouns.  Wfe  cannot  conceive  a  noun  that  is 
not  either  proper  or  common.  The  division  into  abstract 
and  concrete  is  exhaustive.  Similarly  the  division  of  verbs 
into  transitive  and  intransitive  is  complete.  There  is  no 
room  for  a  third  class  of  verbs  between  these  two,  for  every 
verb  must  be  either  transitive  or  intransitive.  Here  it  may 
be  remarked  that  twofold  classifications  of  this  kind,  in 
which  one  class  is  marked  by  the  entire  absence  of  some 
character  possessed  by  the  other  class,  are  of  necessity  com- 
plete and  mutually  exclusive.  A  classification  of  *  objects  * 
into  direct,  indirect,  reflexive,  cognate,  factitive,  and  ad- 
verbial, is  clearly  illogical.  Every  object  must  be  either  direct 
or  indirect,  and  what  are  called  reflexive,  cognate,  factitive, 
and  adverbial  objects  must  belong  to  one  or  other  of  these 
great  divisions. 

2.  No  class  should  contain  a  portion  of  another  class. 
This  rule  will  be  rarely  violated  if  the  first  be  carried  out, 
cross-division  being  mainly  a  consequence  of  basing  a 
classification  upon  two  ideas  or  principles.  Cross-division 
sometimes  arises  from  unconsciously  enlarging  or  contracting 
the  idea  or  principle  of  classification,  the  effect  being  that 
we  virtually  get  in  this  way  two  or  more  ideas  or  principles. 
Thus  we  might  classify  men  accotdvn^  \.o  xVidx  religion  into 
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Christians,  non-Christians,  Roman  Catholics,  Anglicans,  and 
Dissenters,  and  this  might  seem  a  division  based  on  one 
idea,  but  it  is  clear  that  the  division  of  mankind  into 
Christians  and  non-Christians  is  based  upon  the  idea  of 
acceptance  or  non-acceptance  of  the  doctrines  of  Christ; 
the  divisions  entitled  Roman  Catholics,  Anglicans,  and  Dis- 
senters are  based  upon  differences  of  opinion  as  to  what 
the  doctrines  of  Christ  really  are.  In  this  case  the  principle 
of  classification  is  narrowed  as  the  division  proceeds. 

3.  A  classification  should  be  exhaustive,  />.  it  should 
include  all  the  individuals  to  be  classified.  A  twofold 
classification,  i.e.  one  in  which  things  are  arranged  in  two 
classes,  one  possessing  some  character  which  the  other  does 
not,  is  always,  as  we  have  seen,  necessarily  exhaustive. 
Everything  is  either  x  or  not  x.  Other  classifications  de- 
pend for  their  exhaustiveness  on  the  complete  enumeration 
of  the  classes.  To  divide  adverbs  into  adverbs  of  time  and 
place  would  not  be  an  exhaustive  classification,  there  being 
adverbs  of  degree,  etc.,  which  are  not  adverbs  of  time  or 
place.  To  divide  nouns  into  names  of  persons,  places,  and 
things  is  not  exhaustive,  unless  we  understand  '  things '  to 
include  whatever  is  not  a  person  or  a  place. 

The  teacher  should  endeavour  to  make  his  classifications 
as  simple  and  self-explanatory  as  possible,  and  should  get 
his  class  to  clearly  understand  the  principles  on  which  they 
are  based.  In  this  way  only  can  children  be  got  to  classify 
for  themselves  with  accuracy  and  intelligence. 

DEFINITION. 

Classification  should  clearly  precede  definition  in  any 
inductive  science.  We  have  first  to  arrange  things  in  classes 
on  some  definite  principle,  and  then  we  have  to  assign  the 
limits  of  each  class.  The  discharge  of  this  second  duty  is 
the  object  of  definition.  Thus,  when  w^Vv^N^cNass&«^^^<3^^^ 
^ccordiu^  to  their  function  into  nouxv^,  Ne^^i^n  ^^^<^oC\M^^^ 
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etc,  and  given  names  to  each  class,  we  need  definitions,  that 
it  may  be  distinctly  known  what  is  the  precise  meaning 
which  we  attach  to  each  name,  or,  in  other  words,  what 
are  the  limits  of  the  class  of  individuals  included  under  it. 

Rules  for  log^ical  definition. — A  definition  consists 
of  two  parts,  one  stating  some  higher  class,  to  which  the 
lower  class  designated  by  the  name  defined  belongs,  and 
the  other  stating  the  difference  between  this  lower  class  and 
other  lower  classes.  The  former  is  called  the  Genus  or 
Class;  the  latter  the  Differentia  (or  Difference). 

Thus,  when  we  define  a  '  noun '  as  '  the  name  of  a  thing,' 
we  first  say  that  it  belongs  to  the  class  which  we  call  ^  names ^ 
Then  we  point  out  the  difference  between  it  and  other 
names.  There  are  some  names  that  are  names  of  actions, 
some  of  qualities  and  so  forth,  but  a  noun  is  the  name  of  a 
thing,  *  Name '  would  be  called  in  logic  the  Genus ;  *  of  a 
thing  *  would  be  called  the  Differentia, 

The  rules  of  logical  definition  are  the  following  : — 

1.  The  definition  should  be  adequate,  i.e.  it  should  be 

neither  too  comprehensive  nor  too  narrow.  The 
definition  of  an  adjective,  as  *  a  word  that  quali- 
fies,* violates  this  rule  in  both  respects.  It  is 
at  once  too  comprehensive,  for  it  would  include 
some  adverbs  which  also  qualify,  and  too  narrow, 
for  it  would  exclude  adjectives  that  limit  but  do 
not  qualify.  Here  it  may  be  remarked  that  it  is 
impossible  to  judge  of  the  accuracy  of  a  single  defi- 
nition, without  regard  to  the  classification  adopted. 

2.  The  definition  should  be  clearer  than  the  term  defined, 

i.e.  it  should  consist  of  ideas  less  complex.  Many 
excellent  definitions  are  useless  for  school  purposes, 
because  they  assume  an  acquaintance  with  logical 
terms  which  children  do  not  possess. 
J.  It  should  be  expressed  in  just  a  sufficient  number  of 
proper  words.    The  darvg^i  oi  ^m^lo^iu^  supers 
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fluous  words  is  lest  unessential  ideas  should  creep 
into  the  definition  and  be  regarded  as  essential 

Accurate  definition  is  no  easy  matter,  and  should  not  be 
expected  from  children  until  they  are  thoroughly  familiar 
both  with  the  class  denoted  by  the  name  defined,  and  with 
the  differentia  which  separates  it  from  other  classes.  But 
it  is  a  good  thing  to  get  children  into  the  habit  of  looking 
for  the  genus  apd  differentia  of  any  term  which  they  may  be 
called  on  to  define ;  it  is  also  a  good  thing  to  get  them  to 
show  precisely  how  each  part  of  a  definition  is  applicable  to 
any  individual  of  the  class  defined.  Children  will  often  parse 
correctly,  and  quote  definitions  committed  to  memory  cor- 
rectly in  justification  of  their  answer,  and  yet  fail  to  see 
precisely  wherein  the  definition  applies  to  the  case  in  hand. 

Grammatical  definitions  relate  to — 

(i)  The  parts  of  speech,  as  noun,  verb,  etc. 

(2)  Inflexions,  as  *  number,'  *  person,'  *mood,'  *  tense,* 

degree. 

(3)  Syntactical  relations,  as  *  government,*  *  qualifica- 

tion,' *  limitation,'  *  agreement.' 

Specimens  are  furnished  of  each  : — 

A  pronoun  is  a  word  (Genus)  used  as  a  noun  (Differentia). 

*Mood'  is  a  grammatical  inflexion  (Genus)  employed 
to  express  the  mode  in  which  the  action,  state,  or  agreement 
expressed  by  verbs  is  presented  to  the  mind  (Differentia). 

*  Agreement'  is  the  syntactical  relation  subsisting  between 
two  words  (Gemis),  in  virtue  of  which  the  inflexions  of  the 
one  are  brought  into  conformity  with  the  inflexions  of  the 
other  (Differentia). 

Strictly  log^ical  definitions  not  always  available 

for  children. — Teachers  should  content  themselves  at  first 
with  approximate  definitions.     Very  frequently  a  description 
is  better  than  a  definition  for  young  children,  a  d^^cxv^^ks^ 
calling  attention  to  a  number  of  diaiacVemXxcsi,  ^Vet^^^  "^ 
deGnitioD  is  restrictQd  to  a  single  essexiXisX  d^Ss^t^^^^^*     ^ 
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the  same  time  teachers  should  keep  logical  definition  in 
view^  as  a  result  to  be  ultimately  aimed  at.  Technical 
terms,  like  all  other  terms,  must  be  learned  either  by  induc- 
tion *  or  by  formal  definitions.  Children  pick  up  the  meaning 
of  ordinary  words  by  induction  very  rapidly,  as  we  see  fi'om 
the  readiness  with  which  infants  learn  to  use  words  correctly; 
but  technical  words,  the  meaning  of  which  often  turns  on 
nice  differences  not  readily  perceived,  should  be  taught 
directly,  the  teacher  always  observing  the  rule  of  first 
familiarizing  the  mind  with  the  thing  and  then  with  the 
name  which  designates  the  thing. 

It  is  scarcely  necessary  to  remark  that  a  consistent  ust 
of  technical  terms  by  the  teacher,  though  not  in  itself 
sufficient  to  indicate  their  meaning,  is  a  great  help  to  the 
class  in  learning  to  apply  them.  Nothing  is  more  perplex- 
ing to  a  pupil  than  the  loose  practice  of  using  the  same  term 
in  a  wide  variety  of  senses,  now,  perhaps,  comprehensively 
to  include  a  large  number  of  classes,  and  now  in  a  specific 
sense  to  denote  a  particular  class.  A  striking  instance 
of  this  occurs  in  Morell's  *  Analysis  of  Sentences,'  where 
*  sentence  *  is  defined  as  *  the  complete  utterance  of  a  single 
thought'  (p.  i),  and  in  the  subsequent  part  of  the  book 
is  applied  to  incomplete  utterances,  such  as  noun,  adjective 
and  adverbial  *  sentences.'  Mason,  in  his  Grammar,  more 
accurately  calls  these  incomplete  utterances  clauses.  (See 
p.  154,  edit,  xxii.) 

Once  a  definition  has  been  taught,  it  should  always  be 
quoted  in  the  same  words.  In  parsing  it  is  a  good  plan  to 
frequently  call  upon  children  to  show  in  what  respects  a 
word  comes  under  a  definition ;  e.g,  let  the  sentence  to  be 
parsed  be — 

I  am  monarch  of  all  I  survey. 


*  Induction  denotes  (i)  the  bringing  in  of  examples  from  which  an 
inference  is  to  he  drawn,  (2)  the  drawing  of  a  general  inference  from 
particular  examples.     In  this  book  the  word  is  generally  used  in  the 
Jatter  sense. 
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/  is  a  '  pronoun/  because  it  stands  for  a  noun,  viz.  the 
name  of  the  person  speaking. 

am  is  a  verb,  because  it  is  a  word  which  expresses  agree- 
ment. 

monarch  is  a  noun,  because  it  is  the  name  of  a  person. 

^  is  a  preposition,  because  it  is  placed  before  ^alV  to  show 
the  connection  between  it  and  '  monarch.' 

all  is  a  pronoun,  because  it  stands  for  a  noun,  viz.  things. 

I  as  above. 

survey  is  a  verb,  because  it  is  a  word  which  expresses  some 
action. 

DIFFERENCE  BETWEEN  WORDS  AND  THINGS. 

A  very  common  blunder,  not  only  amongst  children,  but 
even  in  text-books  on  grammar,  is  the  confusion  of  words 
with  things.  I  remember  a  grammar,  widely  used  amongst 
teachers,  which  directed  the  teacher  to  take  up  an  orange 
and  ask  the  class  *  What  part  of  speech  is  this  ?'  the  answer 
expected  being  '  A  noun.'  In  the  same  way  he  was  to  take 
up  a  book,  a  slate,  etc.,  and,  in  each  case,  he  was  to  ask 
*  What  part  of  speech  is  this  ? ' 

Teachers  often  fall  into  the  same  kind  of  error  in  their 
definitions,  as  when  they  say  that  *  a  noun  is  anything  you 
can  see,  or  feel,  or  taste,  or  smell,  or  hear,  or  think  about,' 
or  that  '  an  adjective  is  a  quality,'  or  that  *  a  transitive  verb 
is  one  which  passes  over  from  the  subject  to  the  object,'  or 
that  *  a  preposition  is  a  word  used  to  show  the  relation  be- 
tween one  word  and  another.' 

Grammar  takes  immediate  cognisance  not  of  things,  but 
of  words.  The  thing  designated  is  not  a  noun.  The  noun 
is  the  word  which  designates  the  thing.  It  is  absurd, 
therefore,  to  talk  of  seeing,  and  tasting,  and  smelling  nouns. 
An  adjective  is  not  a  quality,  but  a  word  which  qualifies  * 

*  It  has  been  urged  that  adjectives  quaWiy  ivol  Tvo>3LTvs»,\svx\.^^'^y^'^ 
which  nouns  designate,  and  that  the  asswlioxi  m  >i5aft  Xff^x.  Ss*  ^si''55s»&- 
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a  noun.  A  transitive  verb  does  not  pass  over  from  its  subject 
to  its  object.  A  transitive  verb  is  a  word,  and  a  word  cannot 
pass  over  from  anything  to  any  other  thing.  Strictly  speak- 
ing, the  action  denoted  by  a  transitive  verb  does  not  pass 
over,  and  assuredly  does  not  pass  from  the  subject  to  the 
object.  Some  actions  are  considered  as  directed  to  some- 
body or  something  external  to  the  doer ;  some  are  con- 
sidered as  restricted  to  the  doer.  Words  denoting  the 
former  class  are  called  transitive  verbs  ;  words  denoting  the 
latter  class  are  called  intransitive  verbs.  What  passes,  if 
anything  passes  at  all,  is  not  the  verb,  not  the  action,  but 
the  effect  of  the  action.  A  preposition  does  not  show  the 
relation  between  one  word  and  another,  but  the  relation  be- 
tween a  thing  or  an  action  and  some  other  thing.  In  the 
sentence  *  The  book  on  the  table  was  given  to  me,'  the  word 

*  on '  denotes  the  relation  of  place  between  the  thing  called 

*  book '  and  the  thing  called  *  table ; '  the  word  '  to '  denotes 
the  connection  between  the  action  of  giving  and  myself. 
The  book  was  not  given  by  me,  but  to  me. 

tration  of  the  error  deprecated.  This  arises  from  mental  confusion  with 
regard  to  the  technical  meaning  of  the  word  *  qualify. '  The  effect  of 
employing  an  adjective  is  to  restrict  the  application  of  the  term  to 
which  it  is  joined  to  a  particular  class  of  the  things  designated  by  the 
term  alone.  The  function  of  an  adjective,  therefore,  is  to  express  a 
quality  of  the  thing  and  to  limit  the  extension  of  the  term.  When  I 
say  *  green  apples  are  sour,'I^use  the  word  *  green'  to  express  a 
quality  possessed,  not  by  all  apples,  but  by  a  particular  class  of  apples, 
which  I  designate  *  green  apples.'  The  quality  of  greenness  belongs,  of 
course,  to  the  things  designated  ;  but  the  function  of  limiting  the  ex- 
tension of  the  word  *  apples'  belongs  to  *  green,'  and  in  this  technical 
sense  *  green '  may  be  strictly  said  to  qualify  apples.  Similarly  we 
speak  of  qualifying  an  assertion,  when  we  limit  its  application.  An 
unqualified  charge  is  one  in  which  there  is  no  recognition  of  the  possi- 
bility that  the  charge  may  be  unfounded.  It  should  be  remembered 
that  qualification  implies  limitation.  Professor  Bain  defines  *  adjective ' 
as  *  a  word  joined  to  a  noun  to  increase  its  meaning  and  limit  its 
extent.'  A  more  correct  definition,  I  venture  to  submit,  would  be  the 
following  :  *  An  adjective  is  a  word  used  to  limit  the  extent  of  a  noun 
and  express  a  quality  of  the  thing  denoted  by  it.' 
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CHAPTER    HI. 

SENTENCES   AND    PARTS    OF   SPEECH. 

Our  first  duty  in  studying  a  science  inductively  is  to 
collect  a  sufficient  number  of  the  facts  with  which  it  deals 
to  enable  us  to  make  a  tolerably  exhaustivt^  classification  of 
them,  and  to  warrant  us  in  reasoning  from' them  to  the  whole 
of  the  facts.  / 

Our  nextyGuty  is  to  notice  wherein  these  facts  agree  and 
wherein  they  differ, , and  to  group  threm  into  classes  accord- 
ingly. In  some  subjects,  as  for  i^tance  many  departments 
of  natural  history,  the  number^f  facts  which  the  student 
has  to  collect  is  very  great.  He  may  need  thousands  of 
instances  and  thousands  of  experiments  before  he  feels 
justified  in  drawing  some  general  conclusion.  But  in  the 
case  of  grammar  a  few  pages  of  an  ordinary  reading  book 
will  supply  us  with  a  sufficient  number  of  facts  to  build  the 
greater  part  of  the  science  of  grammar  upon. 

Let  us  take  an  easy  paragraph  and  examine  it. 

*The  ostrich  is  found  in  the  hot,  sandy  deserts  of 
Africa.  |  It  is  from  six  to  eight  feet  high,  |  and  is  taller,  there- 
fore, than  most  men.  |  It  lives  upon  melons,  grass,  and 
grain.  |  When  it  is  kept  in  a  cage,  it  will  swallow  almost  any- 
thing that  is  given  to  it.' 

The  first  thing  to  notice  in  this  paragraph  is  that  it  is 
composed  of  a  number  of  separate  statements,  which  are 
marked  off  by  upright  lines.      Each  of  these  complete 
statements  forms  what  is  called  a  servVetvce.     \x^  x^'^w^^'^ 
them  aloud  we  drop  the  voice  wYien  v^e  coxci^  \.o>^^  ^^^  ^ 
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them,  so  as  to  mark  their  completeness.  In  writing  them 
down,  or  in  printing  them,  we  put  a  full  stop  after  them  for 
the  same  purpose. 

This,  then,  is  our  first  induction.  Language  is  made  up  of 
a  number  of  complete  statements,  which  we  call  sentences. 

If  we  examine  one  of  these  sentences,  we  shall  find  that 
the  words  of  which  they  are  formed  fall  into  groups,  more  or 
less  closely  associated  by  the  sense.  Thus  the  first  sentence 
may  be  divided  into  the  following  groups  of  words  : — *  The 
ostrich  I  is  found  |  in  the  hot,  sandy  deserts  of  Africa.  | ' 
These  groups  of  words  do  not  contain  complete  statements 
in  themselves,  and,  in  this  respect,  differ  from  sentences. 
They  are  caXitd  jphrases. 

The  learner  will  find  that  sentences  are  of  different 
kinds,  but,  for  the  present,  we  will  content  ourselves  with 
remembering  what  a  sentence  is,  and  in  what  respect  it 
differs  fi-om  a  phrase. 

Exercises  should  be  given  upon  this  introductory  lesson, 
(i)  A  paragraph  from  an  easy  book  should  be  written  by  the 
class  from  dictation,  and  they  should  then  be  required  to 
mark  off  the  sentences  by  upright  lines.  (2)  A  number  of 
mixed  phrases  and  short  sentences  should  be  written  down 
in  column,  and  the  children  should  be  required  to  write,  op- 
posite to  each,  '  sentence '  or  *  phrase,'  as  the  case  might  be. 

PARTS  OF  A  SENTENCE. 

Having  decomposed  a  paragraph  into  sentences,  let  us 
now  examine  a  number  of  sentences,  and  ascertain  how 
they  may  be  decomposed  and  their  parts  classified. 

1.  John  I  reads. 

2.  Harry  |  has  a  large  stick. 

3.  Tom  I  was  beaten. 

4.  The  story  |  is  true. 

5.  You )  are  very  tall. 

6.  1 1  am  going  to  town. 


PARTS  OF  A  SENTENCE.  26/ 

Now  in  all  these  sentences  somebody  or  something  is 
spoken  of,  as  *  John/  *  Harry,'  *  Tom,'  *  The  story,'  etc.  Let 
us  mark  off  this  part  with  an  upright  line. 

Again,  in  all  these  sentences  something  is  said  about 
somebody  or  about  something  else.  '  John  reads,^  *  Harry 
Aas  a  large  sticky  etc. 

We  thus  see  that  sentences  consist  of  two  parts. 

1.  The  part  containing  the  name  of  the  person  or  thing 

about  which  the  statement  is  made. 

2.  The  part  containing  what  is  said  about  the  person  or 

thing. 

The  former  is  called  the  Subject  of  the  sentence ;  the 
latter  the  Predicate,  The  use  of  these  words  may  be  illus- 
trated by  examples.  Thus,  when  we  speak  of  the  subject  of 
a  book^  we  mean  the  person  or  thing  or  place  which  it  is  all 
about ;  the  subject  of  a  sermon  is  the  topic  which  the 
preacher  handles  ;  the  subject  of  a  story  is  the  person  about 
whom  it  is  told.  So  the  subject  of  a  sentence  is  that  part 
concerning  which  a  statement  is  made.* 

Predicate  comes  from  the  Latin  ^oxdi  prcedico^  to  affirm, 
from  which  our  word  preach  is  derived.  To  predicate  is 
to  affirm  or  deny.  If  I  say  ^  The  rose  is  red,'  I  predicate 
redness  of  the  rose.     Thus  we  use  the  word  predicate  as 


*  Here  it  may  be  remarked  that  it  is  highly  desirable,  wherever  it  is 
possible,  to  connect  the  technical  use  of  a  word  with  its  uses  in  ordinary 
discourse.  This  practice  makes  the  learner  more  at  home  in  the  use  of 
technical  terms,  and  helps  to  prevent  them  from  degenerating  into  an 
unmeaning  jargon.  For  a  similar  reason  the  derivation  of  a  technical 
term  should  be  given  when  it  throws  light  upon  the  meaning  of  the 
term.  It  is  much  to  be  regretted  that  we  employ  so  largely  technical 
terms  derived  from  Latin  and  Greek.  Terms  compounded  of  familiar 
words  would  carry  their  meaning  on  the  surface  and  render  definitions 
unnecessary.  Name-word  would  surely  be  a  better  name  than  Noun, 
and  Bind-word  than  Conjunction.  But  until  some  revolutionist  arises 
who  shall  re-classify  and  re-name  the  parts  of  speech,  and  who  shall 
possess  sufficient  influence  to  secure  the  general  adoption  of  his  classi- 
fication and  nomenclature,  the  young  teacher  had  better  co\v\sx&.  Naks^^ 
self  with  the  divisions  and  technical  phiaseoVo^  ol  >i3cvfc  ot^xv-w^  \e«x- 
hooks,  using  new  terms  only  to  render  lYie  o\d  u\ot^  s^gcMvcassX* 
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the  name  of  that  part  of  the  sentence  in  which  something 
is  affirmed  of  the  subject,  and  also,  as  a  verb,  to  designate 
the  act  of  affirming. 

Exercises. 

1.  Mark  off  the  two  parts  in  each  of  the  following  sen- 

tences : — John  is  here.  James  cut  down  the  apple- 
tree.  I  could  not  see  him  in  the  town.  The  shark 
is  very  voracious.  The  elephant  is  not  a  fierce 
animal. 

2.  Write  S  over  the   subjects,  and  P  over  the  predi- 

cates. 
The  usual  practice  in  teaching  English  grammar  is  to 
begin  at  once  with  the  parts  of  speech,  but  the  sentence  is 
more  interesting  to  a  child  than  the  separate  words  which 
compose  it,  and  it  is  impossible  to  understand  the  gram- 
matical relations  which  the  words  bear  to  one  another  with- 
out having  regard  to  the  whole  construction  in  which  they 
occur.  '  The  proper  way  to  teach  English  grammar,'  says 
Mr.  Fearon,  *  is  not  to  begin,  as  in  the  case  of  Latin  or  of 
any  other  highly  inflected  language,  with  the  study  of  the 
noun,  adjective,  and  verb,  and  their  inflexions,  but  to  begin 
with  the  study  of  their  logical  relations  ;  or,  in  other  words, 
to  begin  with  the  analysis  of  sentences.  In  studying  Latin  or 
Greek,  it  is  absolutely  necessary  to  acquire  a  knowledge  of 
the  ordinary  inflexions  of  the  noun,  verb,  and  adjective,  be- 
fore any  progress  can  be  made  with  the  sentence  ;  and  this 
is  also  the  case  to  a  certain,  though  to  a  less  degree  in 
German,  and,  perhaps  also,  though  to  a  still  less  degree  in 
French.  But  in  the  case  of  English  it  is  absurd  to  waste 
time  over  learning  the  cases  of  nouns  which  have  lost  all 
their  case-endings,  and  have  substituted  for  those  case- 
endings  structural  position  or  logical  relation  in  the  sen- 
tence. What  is  wanted  is  to  get  as  quickly  as  possible 
a  f/^/sm  of  tfie  structure  of  the  sentence  and  of  the  logical  re- 
/a//l?/f  i?/' iVs  parts.     And  for  this  purpose  vVve  Xfc^dxm^  of 
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English  grammar  should  be  begun,  and  based  throughout 
its  course,  on  the  analysis  of  sentences.'  * 


THE    PARTS    OF    SPEECH. 

Our  next  duty  is  to  examine  the  words  of  which  sentences 
are  composed,  to  see  wherein  their  functions  agree  and 
wherein  they  differ,  and  to  classify  them  accordingly.  Let 
us  take  a  few  sentences  for  this  purpose : — 

That  tall  young  man  shot  a  black  bird. 

I  saw  him  in  the  garden. 

James  walked  rapidly  to  school. 

Now  some  of  these  words,  as  many  bird,  garden,  J^amcs, 
school,  agree  in  being  names  of  things. 

Some,  2i^  tall,  young,  black,  Oi^^t  in  being  names  of  quali- 
ties of  things. 

Some,  as  shot,  saw,  walked,  agree  in  being  names  of 
actions. 

Some,  as  /  and  htm,  are  not  names,  but  agree  in  stand- 
ing for  names. 

Some,  like  that,  a,  the,  agree  in  limiting  the  application 
of  the  names  that  follow  them. 

Some,  as  in  and  to,  agree  in  denoting  certain  relations 
between  things. 

One  word,  rapidly,  denotes  the  way  in  which  an  action 
was  done. 

We  need  not  go  further  for  the  present.  It  is  clear  from 
these  examples  that  words  are  of  different  kinds,  and  that 
they  may  be  classed  together  according  to  the  use  to  which 
they  are  put.  These  classes  when  so  formed  are  called  parts 
of  speech,  and  have  distinctive  names. 

Exercises  on  the  Functions  of  Words. 

I.  Name  the  use  of  each  word  in  the  following  sen- 
tences : — 

'  School  Inspeclioix,  p.  VI. 
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Robert  saw  a  large  bird. 
I  gave  John  an  apple. 
He  put  the  book  on  the  table. 
2.  Put  those  words  together  that  are  used  in  the  same 

kind  of  way.^ 
The  number  of  the  parts  of  speech  will  clearly  depend 
on  the  way  in  which  they  are  classified.  Just  as  we  may 
classify  a  number  of  books  in  a  wide  variety  of  ways,  now 
taking  no  notice  of  slight  differences  and  so  forming  a  few 
large  classes,  and  now  noticing  every  little  difference  and  so 
forming  a  large  number  of  small  classes,  so  we  may  classify 
words.  What  is  of  greatest  importance  to  the  learner  is  a 
distinct  conception  of  the  limits  of  each  class  in  the  classifi- 
cation adopted  by  the  teacher. 


EASY   DEFINITIONS  OF  THE  PARTS  OF  SPEECH, 

A  noun  is  a  word  which  is  used  to  name  a  thing. 
An  adjective  is  a  word  used  to  describe  a  thing. 
An  article  is  a  word  used  to  limit  or  de-limit  the  appli- 
cation of  a  noun. 

A  pronoun  is  a  word  used  instead  of  a  noun. 

A  verb  is  a  word  used  to  express  some  action  or  state. 

^  The  teacher  should  be  content,  for  the  present,  with  a  very  rough 
classification,  the  object  of  the  exercise  being  to  get  children  to  see  that 
words  may  be  sorted  according  to  their  functions.  In  all  studies  in  which 
children  have  to  observe  for  themselves  and  classify  for  themselves,  the 
teacher  must  be  prepared  to  see  them  at  first  occasionally  fall  into 
blunders.  Commenting  on  the  perplexities  and  blunders  which  children 
fall  into  in  another  subject.  Miss  Youmans  says  :  *  There  are  portions 
of  almost  every  study  over  which  children  are  liable  to  get  confused  at 
first.  They  see  difficulties,  but  cannot  see  through  them.  Yet  the 
discovery  of  difficulties  is  as  much  a  part  of  education  as  the  discovery 
of  facts.  It  is  the  overcoming  of  difficulties,  and  this  mainly,  that 
exercises  the  judgment  and  calls  forth  mental  power.  But,  to  gain  these 
ends,  it  is  important  that  the  child  be  left  to  himself.  It  is  better  for 
him  to  form  his  own  opinion,  even  though  it  be  wrong,  than  to  have 
everything  explained  in  advance.  Extended  observation  and  continued 
thought  may  be  trusted  to  correct  errors  made  at  first,  as,  without  these 
conditions,  there  can  be  little  real  impio\emwi\..' 
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An  adverb  is  a  word  used  to  describe  or  limit  some 
action,  or  to  limit  an  adjective  or  adverb. 

A  preposition  is  a  word  used  to  express  the  relation  be- 
tweeii  things  or  between  an  action  and  a  thing. 

A  conjunction  is  a  word  used  to  join  words  or  sentences. 

An  interjection  is  a  word  used  to  express  some  sudden 
emotion. 

These  definitions  are  given  together  for  convenience  of 
reference,  but  a  pupil  should  not  be  required  to  learn  them 
in  a  string.  Each  part  of  speech  should  form  the  subject 
of  a  separate  lesson,  and  the  definition  of  the  part  of  speech 
should  only  be  given  after  it  has  been  inductively  esta- 
blished. 

Exception  might,  doubtless,  be  taken  to  each  one  of 
these  definitions  on  some  ground  or  other;  but  they  may  at 
least  be  used  provisionally.  Greater  accuracy  could  not 
well  be  secured  without  the  employment  of  philosophical 
terms  and  considerable  amplification. 


SPECIMEN  LESSONS. 
FIRST  LESSON  ON  THE  NOUN. 

I,  First  Induction.  — If  we  examine  the  fol-  Method. 

lowing  sentences  :  After     the     teacher     has 

John  spoke  to  James,  pointed    out  one  name  of  a 

T  «.««,  «,,r  ^^*i.Jl,  r>T^A   T7^^^:^*  person,  the  children  should  be 

\^^^  my  father  ^T)A  Harriet,  Sled  on  to  point  out  the 

Alfred  gave  a  book  to  Frank,  others. 

we  shaU  find  that  they  contain  a  cer-      Then  the  class  should  be 

tain  number  of  words  that  are  the  names    Sil*!?nr2^  '".^n'S^w  °'?hl 
.  sentences       containing     the 

oi persons,  names  of  persons. 


*  It  is  always  better  to  ask  for  sentences  than  for  isolated  examples, 
the  function  of  a  word,  on  which  its  classification  as  a  part  of  speech 
depends,  being  best  seen  when  considered  in  its  relation  to  the  other 
words  of  a  sentence.  There  are  very  many  cases  in  which  it  is  im- 
possible to  say  what  part  of  speech  a  word  is,  imless  a  sentence  he 
given  in  which  the  word  occurs.  *  Hand '  lasL-^Vv^  z.  xtfixsiri.  at  ^n^^%  "s^ 
may  *  house,*  *ship,*  'head,'  *  front,'  andrcvaxi^  o'Oaei  v^oi^^. 
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II.  Second  Induction, — If  we  examine  the       Sec  above, 
following  sentences  : 

London  is  the  capital  of  England^ 

He  went  from  Leeds  to  York, 

My  brother  lives  in  the  country^  Give  other  sentences  con 

we  shall  find  that  they  contain  a  cer-    taining  the  names  of  places, 
tain  number  of  words  that  are  the  names 
oiplaces, 

III.  Third  IttducHon, — If  we    examine   the 

following  sentences : 

We  had  apples,  nuts,  and  pears , 

We  saw  shells  and  pebbles  on  the 
shore, 
we  shall  find  that  they  contain  a  certain 
number  of  words  that  are  the  names  of 
things. 

IV.  Inductions  collected, — We  have  now  seen 

that  some  words  are  the  names  of  per- 
sons,  some  the  names  of  places,  and 
some  the  names  of  things.  All  these 
words  are  names,  and  are  called  nouns 
(from  Latin  nonten,  a  name). 

V.  Definition, — A  noun  is  the  name  of  a 
person,  place,  or  thing.* 


Give   other  sentences  con- 
taining the  names  of  things. 


Repeat  until  learned. 


Exercise. 

Pick  out  the  nouns  in  the  following  sentence,  and  arrange  them 
in  three  columns,  according  as  they  are  names  of  persons,  places, 
or  things. 

John  went  to  Bath  in  a  gig  with  my  father  to  fetch  a  book, 
which  had  been  sent  him  by  my  ttncle  from  London,  My 
sister  went  to  Bristol  and  sailed  down  the  Avon, 


FIRST  LESSON   ON   THE  VERB. 


I.  Fii^  Induction, 
Birds  fly.         ^ 

Horses  neigh.  >  Write  on  black  board. 
Fishes  swim.'  J 


Method. 

*  Give   other   instances   of 
words  that  express  actions. 


*  In  this  lesson  the  ordinary  definition  of  a  noun  has  been  followed. 
\{  the  simple  definition  suggested  on  p.  270  be  adopted,  the  word  *  thing' 
should  he  explained  as  including  persons,  and  places,  and  every  other 
object  of  thought. 
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Give  other  instances  of 
two  words  used  to  express  an 
action  undergone  or  suflered. 


If  we  examine  these  sentences,  we  shall  find      *.  Pick  out  words  expressing 
that   'birds,'    *  horses,'   and  *  fishes'  are  the   *X„%o  Ae^"'!'^"^* 
names  of  things,  but  that  *  fly,'   *  neigh,'  and      Wc  walk  ;  you  hop. 

*  swim '  express  actions.*  Give  me  a  penny. 

*  Fly '  tells  us  what  the  birds  do, 

*  Neigh'    ,,  ,,      horses  flSt?. 
*Swim'     ,,  ,,      fishes  </(£?. 

II.  Second  Induction, 

John  was  beaten,         1  ^^.j^^  ^^ 

,        The  house  «^x  ^«t//.  Sbi^k.^^^rd. 
The  ship  was  sunk,     J 

In  these  sentences  we  find  two  words  used 
to  express  an  action,  and  the  action  is  con- 
sidered as  undergone  or  suffered.' 
Cf.   *  James  beat  John  *  with 
John  *  was  b^ten '  by  James. 

*  Beat '  and  *  was  beaten '  both  express  an 
action,  but  *  beat '  tells  us  that  the  action  of 
beating  was  done  by  some  one  ;  wcls  beaten  that 
the  action  of  beating  was  undergone  or  suf- 
fered by  some  one.* 

III.  Third  Induction, 

John  is  in  France. 
We  were  in  the  room. 
You  are  in  school.* 

In  these  sentences  we  find  words  used  to  ex- 
press not  an  action,  but  existence. 

IV.  Inductions  collected, — We  have  now  seen 

that  certain  words  are  used  to  express 
actions  done  or  suffered  and  also  exist- 
ence, 

V.  Definition, — 'A  verb  is  a  word  used  to 
express  some  action  done  or  undergone 
or  simple  existence.* 

Exercise. 

Classify  in  three  columns  the  verbs  in  the  following  sentences, 
according  as  they  express  actions  done  or  undergone  or  simple  exist- 
ence : — 

We  were  in  the  train  when  we  saw  you  go  by.  We  shouted  to 
you,  button  did  not  hear.  Your  book  was  laid  on  the  table,  but 
the  pens  were  placed  in  the  desk.  John  gave  James  a  book. 
The  book  was  given  to  John  by  James. 


*'  Point  out  the  words  that 
express  an  action  undergone 
in  the  following  sentences  : 

John  was  loved  by  every- 
body. 

James  was  not  beaten. 

The  apples  were  eaten. 

I  am  mjured. 

*  Point  out  the  words  that 
express  existence  in  the  fol- 
lowing sentences : 

We  were  not  there. 

He  will  be  here. 

I  lived  there. 


*  Repeat  until  learned. 


*  The  function  of  the  copula,  viz.  to  express  what  logicians  call 
agreement  between  the  two  terms  of  a  proposition,  may  be  deferred 
until  children  come  to  a  detailed  examination  oC  iVvt  ^x^^vcaXKs*  ^V 
sentences. 
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CHAPTER  IV. 

INFLEXION  AND  SYNTAX. 

Whek  children  have  acquired  some  readiness  in  pointing 
out  the  parts  of  speech,  their  attention  should  be  directed  to 
the  inflexions  which  words  undergo  to  express  various  shades 
of  meaning. 

The  inflexions  should  be  taught  in  the  following  order: — 

Number  of  nouns  and  pronouns. 

Person  of  pronouns  ^  and  nouns. 

Degrees  of  comparison  of  adjectives  and  adverbs. 

Mood  of  verbs.. 

Number  and  person  of  verbs. 

Voice  of  verbs. 

Cases  of  pronouns  and  nouns. 

There  is,  strictly  speaking,  no  native  inflexion  for  gender 
in  English.  We  use  entirely  different  words  or  distinctive 
prefixes  to  express  distinctions  of  gender,  e.g,  man,  woman; 
husband,  wife  ;  lord,  lady  ;  man-servant,  maid-servant  The 
words  that  have  distinctive  endings  for  gender  are  taken 
directly  from  the  Latin  or  indirectly  through  French  and 
Italian,  e,g,  executrix,  actress. 

The  same  method  should  be  pursued  in  teaching  the  in- 
flexions as  was  recommended  in  teaching  the  parts  of  speech. 
The  laws  of  inflexion  should  be  collected  by  induction  from 
examples  furnished  by  the  teacher,  and  then  the  class  should 
be  set  to  inflect  words  in  accordance  with  the  laws  so 
established. 

'  Person  is  best  taught  in  contieclioiv  mV\i  \i)ci&  ^et^oT^I  pronouns. 
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'  Name  all  the  nouns  that 
denote  single  objects. 

'  Name  all  those  denoting 
more  than  one  object. 


'  What  is  the  difference  in 
form  between 

Ox  and  oxen ; 
Man  and  men ; 
Bird  and  birds ; 
Calf  and  calves  ; 
Box  and  boxes  ? 


LESSON  ON  NUMBER  OF  NOUNS. 

I.  First  Induction, 

The  ox  runs.     The  oxen  run. 

A  man  is  there.     Some  men  are  there. 

A  Urd  flies.     Birds  fly. 

The  fflf^  skips.     The  calves  skip. 

The  box  is  come.   The  boxes zxe  come,* 

If  we  examine  these  sentences,  we  find  {a) 
that  some  nouns  denote  single  objects,  and 
others  a  plurality  of  objects ;  *  (b)  that  a  noun 
denoting  a  single  object  maybe  made,  by  sub- 
jecting it  to  a  slight  change  of  form,  to  denote 
a  plurality  of  objects.' 

II.  Second  Induction. 

A  bird  flies.     Birds  fly. 
A  tree  grows.     Trees  grow. 
TYi&florwer  fades.     Flowers  fade. 
A  house  was  built.   Houses  were  built. 

Tub,  tubs  ;  flood,  floods ;  rag,  rags  ; 

pan,  pans  ;  ram,  rams  ;  cup,  cups ; 

cur,   curs  ;  cut,   cuts ;  cow,    cows  ; 

toy,  toys.* 

If  we  examine  these  cases,  we  shall  find 
that  words  ending  in  certain  consonants, 
double  vowels,  and  silent  e,  form  their  plural 
by  the  addition  ofsto  the  singular. 

III.  Third  Induction. 

A    brush    was    there.     Brushes    were 

there. 
A  church  was  built.     Churches  were 

built. 
A  box  was  bought.  Boxes  were  bought. 
The  pass  is   closed.     The  passes  are 

closed.* 

Here  we  see  that  nouns  ending  in  sh,  chy  x, 
and  ss  form  their  plural  by  the  addition  of 
es. 

IV.  Fourth  Induction. 

The  calf  ran.     The  calves  ran. 
The  loaf  IS  here.     The  loaves  are  here. 
The  knife  is  sharp.     The  knives  are 
sharp. 

Here  we  see  that  certain  words  ending  in/ 
and  fe  form  their  plurals  by  converting  the/ 
^Qx  fe  into  ves.^ 

T   2 


*  The  children  should  be 
asked  to  give  the  plural  of 
each  of  the  singular  nouns  in 
the  list. 


*  Give  the  plurals  of 
Fish,  larch,   match,   fox, 
wish,  brass,  grass,  pass, 
mesh. 
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V.  Fifth  Induction, 

The  man  is  here.     The  nun  are  here. 
The  mouse  was   caught      The    mice 

were  caught. 
The  goose  cackled.    The  geese  cackled. 
In  these  cases  the  radical  vcwd  is  changed."*      '  ^ve  the  plarals  of 

VI.  Sixth  Induction.  *°~"'  ''•'°*^'  "^^ 

The  fly  is  caught.  Tht  flies  are  caught. 
The  hoy  is  here.     The  boys  are  here. 
The  lady  came.     The  ladies  came. 
The  city  stands.     The  cities  stand. 

From  these  cases  we  see  that  nouns  ending 
in  y  preceded  by  a  vowel  form  their  plural  by 
adding  s,  but  if  the  y  be  preceded  by  a  con-       '  Give  the  plurals  of 
sonant  the  ^  is  converted  into  /Vj.»  jjy      *^'  ^^    ^^' 

The  exceptions  to  the  general  rules  should  form  the  subject  of  a 
separate  lesson.  Nouns  of  multitude  might  form  another  separate 
lesson. 

Double  plurals  and  their  uses  would  form  a  suitable  lesson  for  an 
upper  class. 


EXCEPTIONS. 

Exceptions  to  general  rules  should  not  be  taught  until 
the  rules  are  well  established.  They  may  then  either  form 
the  subjects  of  separate  lessons  or  be  taught  as  they  occur. 
Text-books  generally  give  the  rules  and  exceptions  together, 
for  convenience  of  handling,  but  it  is  a  great  mistake  to 
cumber  the  memories  of  children  with  rare  exceptions  until 
the  rules  are  mastered. 

When  it  is  possible,  the  origin  of  exceptions  should  be 
explained.  Some  conform  to  rules  that  have  become,  for 
the  most  part,  obsolete  ;  some  arise  from  contraction  ;  some 
from  the  retention  of  the  rule  of  the  language  from  which 
the  word  is  derived ;  some  from  the  exigencies  of  pronuncia- 
tion. In  many  cases  the  exceptions  themselves  conform  to 
some  law  of  their  own.  This  law  should  be  sought  out  and 
established  inductively  in  the  same  way  as  the  general  law 
from  which  it  deviates. 

Children  will  be  greatly  assisted  in  understanding  how 
exceptions  originate,  if  the  leae\vGi  m\\  %jn^  them  some 
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account  of  the  history  of  the  language  and  illustrate  the 
changes  it  has  undergone.  It  is  not  possible  or  necessary 
that  they  should  remember  these  changes,  but  it  is  very 
desirable  that  they  should  understand  that  a  language  is  con- 
stantly undergoing  changes,  and  that  the  English  of  to-day 
is  a  very  diflferent  thing,  in  its  vocabulary,  inflexions,  and 
syntactical  laws,  from  the  English  of  King  Alfred's  time. 


SYNTAX. 

This  part  of  grammar  deals  with  the  relations  which  sub- 
sist between  the  different  words  of  which  a  sentence  is  com- 
posed, and  with  the  laws  which  regulate  the  forms  and 
positions  words  assume  in  order  to  express  these  relations. 
Syntactical  relations  may  be  grouped  under  the  heads 
of— 

Agreement. 
Government 
Qualification. 
Limitation. 
These  terms  are  of  common  occurrence  in  grammars, 
but  are  rarely  defined,  and  are,  consequently,  often  loosely 
used  both  by  teachers  and  children. 

Agreement  may  be  defined  as  that  law  of  language 
which  requires  one  word  to  assume  the  same  inflexions  as 
another,  e,g, : 

The  verb  agrees  with  its  subject  in  number  and  person. 

The  relative  pronoun  agrees  with  its  antecedent  in  num- 
ber and  person. 

The  demonstrative  adjectives,  'this'  and  'that,'  agree  with 
the  word  they  limit  in  number. 

A  noun  in  apposition  agrees  in  number  and  person  with 
the  noun  or  pronoun  to  which  k  \^  2i\X2L0cvfc^ 

In  Old  English  there  are  many  olYvei  m%\;axtf^^  ^^  ^sg^'e^^- 
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ment.      Thus  the  adjective  agreed  in  gender,  number,  and 
case  with  the  noun  which  it  qualified. 

Government  is  that  law  which  requires  a  word  to 
assume  a  certain  form  or  position  to  express  the  relation 
which  subsists  between  it  and  some  other  word,*  e,g,\ 

Transitive  verbs  in  the  active  voice  and  prepositions 
govern  nouns  and  pronouns  in  the  objective  case.^ 

Qualification  is  that  relation  which  subsists  between  a 
word  denoting  a  quality  and  a  word  denoting  a  thing  or 
action  possessing  the  quality,  e.g, : 

The  adjective  qualifies  the  noun. 

The  notional  adverb  qualifies  the  verb. 

Limitation  is  that  relation  which  subsists  between  a 
word  and  another  word,  the  application  of  which  it  re- 
stricts, e,g, : 

The  articles,  the  numerals,  the  demonstrative  pronouns, 
the  possessive  case  of  nouns,  and  the  possessive  case 

*  It  will  be  seen  from  this  definition  that  agreement  is  a  species  of 
government. 

*  In  many  languages  adjectives  govern  nouns.  Thus  in  Latin  some 
adjectives  govern  nouns  in  the  dative,  some  nouns  in  the  genitive,  and 
some  nouns  in  the  ablative  case.  Similar  laws  formerly  existed  in  our 
own  language,  but,  since  prepositions  have  been  employed  to  supersede 
the  inflexion  of  nouns  for  case,  the  governing  power  of  the  adjective  has 
been  almost  completely  lost.  The  following  are  instances  of  adjectives 
that  have  retained  their  power  of  government : 

It  is  worth  sixpence. 
It  is  ten  inches  long. 
It  was  near  me. 
He  was  like  my  father. 
Certain  words,  as  if^  unless^  provided^  etc.,  are  sometimes  said  to  govern 
verbs  in  the  subjunctive  mood,  but  what  really  determines  the  mood  is 
the  intention  of  the  speaker.    When  he  wishes  to  express  uncertainty,  he 
employs  the  subjunctive  mood.     *If*  may  be  followed  by  either  the 
indicative  or  subjunctive  mood,  e.g. : 

<  If  he  be  an  honest  man,  and  on  that  point  I  am  very  doubtful,  let 
him  prove  bis  honesty,* 

'If  he  is  an  honest  man,  and  ou  that]^om\.\!i[iex^c«Ev.\^  wo  (\uestion, 
let  him  be  acquitted.  * 
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of  personal,  relative,  and  interrogative  pronouns 
limit  the  nouns  to  which  they  belong. 

Adverbs  of  time,  place,  and  degree  (sometimes  called 
relational  adverbs)  limit  verbs,  adjectives,  and  other  adverbs. 

The  rules  of  syntax,  like  the  parts  of  speech  and  the 
laws  of  inflexion,  should  be  established  by  induction,  before 
any  endeavour  is  made  to  apply  them. 

A  very  common  defect  in  describing  syntactical  relations 
is  the  practice  of  stating  that  words  are  in  such  and  such  a 
case  or  mood  after  such  and  such  a  word.  If  one  word  is 
governed  by  another,  the  relation  of  government  ought  to 
be  distinctly  stated.  ^Vhat  we  are  interested  in  is  not  the 
order  of  the  words,  but  their  syntactical  relations.  The  order 
of  the  words  of  a  sentence  is  liable  to  all  sorts  of  inversions; 
thus  the  objective  case  generally  comes  after  the  verb,  but 
may  come  before  it,  e.g. : 

*  Whom  did  you  see  ? ' 

*  Peter  I  know.' 

The  verb  to  be  is  commonly  said  to  take  the  same  case 
after  it  that  it  has  before  it  It  would  be  more  systematic 
to  say  that  the  noun  or  pronoun  which  follows  the  verb  *to  be ' 
agrees  in  case  with  the  noun  or  pronoun  that  precedes  it,  e.g. : 

*  He  is  a  man.* 

*  I  know  him  to  be  a  man  of  honour.' 


NOTES  FOR  A  LESSON  ON  THE  AGREEMENT  OP 
A  VERB  WITH  ITS  NOMINATIVE. 

I.  First  Induction.  Method. 

I  write  ] 

Thou  writest  I        Write  on  black- 
He  writes        I  board. 
John  writes     J 
From  these  sentences  we  see  that  the  verb 
*'  write '  varies  in  form  according  as    it    is 
attached  to  a  pronoun  of  the  first,  second,  ot 
third  person.     The  form  of  the  verb  used  w\t\i 
a  pronoun  of  the  Grst  person  is  ssud  to  be  Va 
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the  first  person ;  the  form  of  the  verb  used 
with  a  pronoun  of  the  second  person  is  said  to 
be  in  the  second  person  ;  the  form  of  the  verb 
used  with  a  noun  or  pronoun  of  the  third  person 
is  said  to  be  in  the  third  person. 

Hence  the  verb  is  said  to  agree  with  its 
nominative  in  person,  * 

II.  Second  Induction, 

I  write.     We  write. 
Thou  writest.     Ye  write. 
He  writes.     They  write. 
John  writes.     John  and 
James  write. 
From  these  examples  we  see  that  the  verb 
varies  in  form  according  as  it  is  attached  to  a 
pronoun  or  noun  in  the   singular  or  plural 
number. 

Hence  the  verb  is  said  to  agree  with  its 
nominative  in  number,'^ 

III.  Induction^  collected, — A  verb  agrees  with 
its  nominative  in  number  and  person. 


Write    on 
black- 
board. 


'  Name  the  person  of  the 
verbs  in  the  following  sen- 
tences : 

I  struck  him. 

John  loves  him. 

We  love  him. 

Thou  art  kind. 

They  are^  happy. 

Ye  are  wise. 


number  of  the 
following    sen- 


■  State  the 
verb  in  the 
tences : 

We  saw  him. 

He  struck  him. 

Ye  believe. 

They  are  dead,  etc. 


Exercises. 

State  the  number  and  person  of  the  verbs  in  the  following  sen- 


tences 


I  saw  him. 

John  and  James  were  there. 
They  believed  me. 
Thou  art  not  happy. 
John  or  James  was  there. 
You  are  not  wise. 
Lovest  thou  me  ? 
We  were  there. 
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CHAPTER    V. 

PARSING. 

Parsing  is  the  practical  application  to  the  words  of  a 
sentence  of  the  knowledge  which  the  pupil  has  acquired  of 
the  classification,  inflexion,  and  syntactical  laws  of  language. 
It  is  essentially  a  deductive  exercise,  as  the  classification  and 
the  establishment  of  the  laws  of  inflexion  and  syntax  are 
inductive  exercises. 

Children  should  begin  to  parse  as  soon  as  they  have 
made  their  first  grammatical  induction.  When  they  have 
learned  what  a  noun  is,  they  should  be  required  to  pick  out 
all  the  nouns  in  a  paragraph  of  their  reading  books,  and  so 
on  with  the  other  parts  of  speech. 

When  they  have  mastered  all  the  parts  of  speech,  they 
should  begin  to  parse  simple  sentences. 

As  the  inflexions  of  words  and  the  rules  of  syntax  are 
learned,  the  parsing  should  be  made  progressively  more 
and  more  complete. 

Three  modes  of  parsing  will  in  this  way  successively 
correspond  with  the  three  great  divisions  of  grammar.  The 
first  may  be  called  simple  parsing,  the  second  inflexional 
parsing,  the  third  complete  parsing.  Specimens  are  sub- 
joined of  each  kind. 

Simple  Parsing:. 

I  have  no  barn  or  storehouse, 
J  n^y^T  sow  nor  reap. 
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I^  pronoun.  /,  pronoun. 

have^  verb.  never^  adverb. 

no^  numeral.  sow,  verb. 

baniy  noun.  nor,  conjunction. 

or,  conjunction.  reap,  verb. 
storehouse,  noun. 


Inflexional  Parsing^. 

(Same  passage.) 

/,  pronoun  personal,  ist  person,  singular,  nominative 
case.^ 

have,  verb  transitive,  active  voice,  indicative  mood,  pre- 
sent tense,  3rd  person,  singular. 

no,  numeral. 

bam,  noun  common,  3rd  person,  singular. 

or,  conjunction. 

storehouse,  noun  common,  3rd  person,  singular. 

/,  as  above. 
never,  adverb  of  time. 

sow,  verb  transitive,  active  voice,  indicative  mood,  pre- 
sent tense,  3rd  person,  singular. 
nor,  conjunction. 
reap,  like  sow, 

*  The  cases  of  pronouns  are,  for  the  most  part,  determinable  by  in- 
spection, there  being  distinct  forms  for  them.  The  cases  of  nouns,  with 
the  exception  of  the  possessive,  can  only  be  determined  by  the  syntax 
of  the  sentences  in  which  they  occur.  Hence  it  is  expedient  to  defer 
the  mention  of  the  cases  of  nouns  until  the  laws  of  syntax  are 
mastered. 


i>k 
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Complete  Parsing^. 

(Same  passage.) 


Part  of  Speech 

Word 

Inflexions 

Syntactical 
Relations 

Class 

Sub-class 

I 

pronoun 

personal 

First  person,  sin- 
gular,   nomina- 
tive case. 

Subject  of 
sentence. 

have 

verb 

transitive 

Active  voice,   in- 
dicative   mood, 
present      tense, 
first    person, 
singular. 

Agreeing  with 
its  nominative 
*I.' 

no 

numeral 

negative 

•                 •                 • 

Limiting*  bam.* 

bam 

noun 

common 

Third    person, 
singular,  objec- 
tive case. 

Governed  by 
transitive  verb 
'have.* 

or 

conjunction 

.         . 

... 

Coupling  *  bam  * 
and  *  store- 
house.* 

storehouse 

throughout  like  *bam.'                                | 

I 

as  above 

.   1       •        •        • 

Subject     of 

• 

sentence      *  I 

never  sow.* 

never 

adverb 

negative 
of  time 

... 

Limiting  *sow* 
and  *reap.* 

sow 

verb 

transitive 

Active  voice,  in- 
dicative   mood, 
present     tense, 
first    person, 
singular. 

Agreeing  with 
its  nominative 
*I.* 

nor 

conjunction 

•                 • 

... 

Coupling  *  sow  * 
and  *reap.* 

reap 

throughout  like  *  sow.* 

RULES  TO  BE  OBSERVED  BY  THE  TEACHER  IN 

TEACHING  PARSING. 

Parsing  is  very  liable  to  degenerate  into  a  merely  me- 
chanical trick,  xmless  the  teacher  is  cow&Xaxi>X'^  oxv.  ^^  •^^:^ 
to  appeal  to  his  class's  intelligence. 
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In  simple  parsing,  children  should  often  be  required  to 
state  why  they  assign  a  word  to  such  and  such  a  part  of 
speech,  and  blunders  should  be  shown  to  be  blunders  by  the 
test  of  the  definition.^  The  definition  should  always  be 
quoted  in  precisely  the  same  terms,  and,  if  only  a  part  of  it 
be  applicable  to  the  case  in  hand,  that  part  should  be  pointed 
out.  No  other  mode  of  determining  to  what  part  of  speech 
a  word  belongs  should  be  allowed  than  that  suggested  by 
the  definition,  viz.  the  function  of  the  word.  Teachers 
sometimes  try  to  get  children  to  recognize  the  parts  of 
speech  by  their  form,  e,g,  adverbs  very  frequently  end  in 
-/p,  and  this  ending  is  appealed  to  as  determining  the  part 
of  speech  to  which  the  word  possessing  it  belongs.  It  is 
hardly  necessary  to  remark  that  many  adjectives  also  end  in 
'lyy  as  manly,  ugly,  kingly,  womanly,  godly,  ungodly,  and 
that  many  adverbs  do  not  end  in  -/y,  e,g,  very,  ill,  well, 
better,  worse.  But  even  if  the  termination  were  an  infallible 
mark  of  an  adverb,  it  would  not  be  desirable  to  make  a 
merely  superficial  mark,  belonging,  perhaps,  to  a  single  lan- 
guage, the  test  of  a  part  of  speech.  When  children  can 
parse  words  according  to  their  function,  they  can  parse  in 
any  language  which  they  may  learn.  When  they  parse  by 
the  application  of  some  accidental  test,  such  as  that  of  form, 
they  are  entirely  at  sea  in  parsing  a  sentence  of  a  language 
in  which  that  form  does  not  exist. 

A  similar  blunder  is  committed  when  position  is  made 
the  test  of  case,  e,g,  when  a  teacher  tells  a  child  that  the 
nominative  case  comes  before  a  verb,  and  the  objective 
case  after  it.  The  objective  case  may  come  before  the 
verb,  e,g, : 

Whom  did  you  see  ? 

Silver  and  gold  have  I  none. 

*  It  is  here  assumed  that  parsing  exercises  are  performed  orally. 

In  the  higher  classes  children  may  be  allowed  to  occasionally  parse  on 

paper;  but,  as  a  role,  oral  parsing  is  recommended,  on  account  of  the 

opportunities  it  affords  for  ascerlaimng  vjVveOaei  \Vvft  OoMxen  understand 

what  tbey  are  learning,  and  for  the  QonecWou  qI  exwc^. 
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It  may  come  before  and  after  the  verb,  e,g, : 

I  knew  him  to  be  an  honest  man, 

I  believed  him  to  be  a  truthful  boy. 
And  the  nominative  case  may  also  come  before  and  after  the 
verb,  e,g, : 

/  am  monarch. 

Where  was  he  ? 

Now  tread  we  a  measure. 

Break  we  our  watch  up. 

He  rem.ained  a  soldier. 

He  left  a  private^  and  returned  a  general. 

He  continued  z.  farmer. 
Languages  that  are  not  rich  in  inflexions  are  largely  depend- 
ent on  ^^  position  of  words  for  clearness  of  expression,  but 
a  word  is  not  of  such  and  such  a  case  because  it  occupies 
such  and  such  a  position  ;  it  occupies  the  position  because 
it  is  of  such  and  such  a  case.  In  the  sentence,  *  The  father 
loves  the  son,'  the  position  of  the  words  determines  the 
meaning.  *The  son  loves  the  father'  is  a  different  sentence. 
*  The  father  the  son  loves '  and  *  The  son  the  father  loves  ' 
are  both  ambiguous  constructions,  the  meaning  of  which 
depends  on  the  way  in  which  they  are  uttered.  In  Latin 
the  corresponding  words  might  be  arranged  in  any  order, 
and  the  meaning  would  still  be  unambiguous,  the  cases  of 
the  nouns  being  indicated  by  inflexion. 
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CHAPTER    VI. 

THE  ANALYSIS  OF  SENTENCES. 

The  analysis  of  simple  sentences  into  subject  and  pre- 
dicate should  be  taught  at  the  very  outset  of  the  study 
of  grammar,  being  essential  to  a  proper  understanding  of 
the  function  of  the  verb  and  of  the  syntactical  relations 
between  the  verb  and  its  nominative,  but  the  more  detailed 
and  complete  analysis  of  sentences  should  be  reserved  until 
children  can.  parse  with  tolerable  accuracy.  Complete 
parsing,  however,  is  impossible  until  the  learner  has  gained 
some  insight  into  the  relations  which  subsist  between  sen- 
tence and  sentence,  and  between  the  diflferent  parts  of  the 
same  sentence.  These  relations  are  to  be  considered  partly 
from  a  logical,  and  partly  from  a  grammatical,  point  of  view. 
A  whole  clause  or  sentence  may  discharge  the  function  of  a 
single  word.  Hence  the  necessity  for  mastering  the  parsing 
of  a  simple  sentence  before  proceeding  to  the  analysis 
(which  is  only  a  kind  of  parsing)  of  complex  sentences.  A 
child  should  clearly  understand  what  is  meant  by  an  adverb, 
or  a  noun,  or  an  adjective,  before  proceeding  to  the  con- 
sideration of  adverbial,  or  substantival,  or  adjectival  clauses. 
The  lower  generalizations  are  necessary  to  explain  the 
higher.  The  fact  that  the  technical  terms  used  in  the 
analysis  of  sentences  are  based  upon  technical  terms  of 
grammar  is  another  reason  why  parsing  should  take  prece- 
dence of  analysis.     • 

The  same  method  should  be  adopted  in  teaching  the 
analysis  of  sentences  as  in  teaching  die  laws  of  grammar 
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(see  p.  271).  The  relations  subsisting  between  clauses  and 
sentences  should  be  established  by  induction  from  examples 
appropriately  selected.  A  few  specimens  of  lessons  based 
on  this  principle  are  subjoined. 


THE  SUBJECT. 


I.  Risutni  of  lesson  on  the  parts  of  a  simple 
sentence,  illustrated  by  examples. 
John  reads.  * 
Thomas  broke  his  rod. 
London  is  a  city. 

In  each  of  these  cases  the  subject  is  a 
noun.^ 

II.  Particular  Inductions  preparatory  to  the 
General  Induction, 

a.  He  reads.* 
Who  writes  ? 
//  is  there. 
They  walk. 

Here  we  see  that  the  pronoun  may  be  used 
as  the  subject  of  a  sentence. 

b.  The  good  are  happy.* 
Kfew  were  there. 
Many  were  called. 
All  appeared. 

Here  we  see  that  the  adjective  may  be  used 
as  the  subject  of  a  sentence.* 

c.  To  miss  sometimes  is  pardonable.® 
To  do  two  things  at  once  is  not  easy. 
To  err  is  human. 

Here  we  see  that  the  infinitive,  or  supine 
as  it  is  sometimes  called,  may  be  the  subject 
of  a  sentence. 

d.  Seeing  is  believing.'' 
Reading  enlarges  the  mind. 
Walking  is  a  healthy  exercise. 

Here  we  see  that  a  participial  substantive 
may  be  the  subject  of  a  sentence. 

e.  That  he  should  tell  a  lie  is  impossible.* 
How  he  did  it  is  unknown. 

Here  we  see  that  a  noun  clause  may  be  used 
as  the  subject  of  a  sentence. 


Method. 

*  Write  and  leave  examples 
on  the  black-board  for  com- 
parison with  other  forms  of 
the  simple  subject. 


*  Elicit  this  from  class. 


"  Elicit  from  the  class  in 
each  instance 

(a)  Which  word  is  the  sub- 
ject; 

(b)  To  what  part  of  speech 
it  belongs. 


*  Treat  as  above. 


"  Ask  for  instances  of  other 
adjectives  similarly  used. 

•  What  is  the  subject  ?  To 
what  part  of  speech  does  it 
belong  ? 


'  What  word  is  the  subject  ? 
To  what  part  of  speech  does 
it  belong? 


"  What  is  the  subject  to  w? 
What  kind  of  sentence  is  the 
subject  ? 
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CHAPTER    VI. 

THE  ANALYSIS  OF  SENTENCES. 

The  analysis  of  simple  sentences  into  subject  and  pre- 
dicate should  be  taught  at  the  very  outset  of  the  study 
of  grammar,  being  essential  to  a  proper  understanding  of 
the  function  of  the  verb  and  of  the  s)nitactical  relations 
between  the  verb  and  its  nominative,  but  the  more  detailed 
and  complete  analysis  of  sentences  should  be  reserved  until 
children  can.  parse  with  tolerable  accuracy.  Complete 
parsing,  however,  is  impossible  until  the  learner  has  gained 
some  insight  into  the  relations  which  subsist  between  sen- 
tence and  sentence,  and  between  the  different  parts  of  the 
same  sentence.  These  relations  are  to  be  considered  partly 
from  a  logical,  and  partly  from  a  grammatical,  point  of  view. 
A  whole  clause  or  sentence  may  discharge  the  function  of  a 
single  word.  Hence  the  necessity  for  mastering  the  parsing 
of  a  simple  sentence  before  proceeding  to  the  analysis 
(which  is  only  a  kind  of  parsing)  of  complex  sentences.  A 
child  should  clearly  understand  what  is  meant  by  an  adverb, 
or  a  noun,  or  an  adjective,  before  proceeding  to  the  con- 
sideration of  adverbial,  or  substantival,  or  adjectival  clauses. 
The  lower  generalizations  are  necessary  to  explain  the 
higher.  The  fact  that  the  technical  terms  used  in  the 
analysis  of  sentences  are  based  upon  technical  terms  of 
grammar  is  another  reason  why  parsing  should  take  prece- 
dence of  analysis.     • 

The  same  method  should  be  adopted  in  teaching  the 
analysis  of  sentences  as  in  teaching  the  laws  of  grammar 
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(see  p.  271).    Tbe  lebtioiB  wilKwamg  between 

sentences  ArmlH  hp  4'Cfca>>TwaM>i^  W^WM^nr-nnm  -frnm  j.^amnj.y^ 

appn^natdr  wVytfti     A  few  i^iedmeiB  of 
on  tfasi  princ^iie  are  sx&9aaDed. 


SUBJECT 


I.  Rtmm/ ai  lesson  an  ibtjarajJ^ampk: 


Mrracm. 


T^i^avor  broke  his  tcmL 
Lemdem  k  mcatr. 

In  cadi  of  these  ca&es  the  sabject  is  % 
noun.* 

II.  Particular  ImduOiims  freparaipry  t0  thi 
Gateral  Indmcticm. 

a.  HertatS&y 

It  is  there. 
TXo'iralk. 
Here  we  see  that  the  profumn  may  be  used 
as  the  subject  of  a  sentence. 

b.  The  good  are  happy.* 
Kfojo  were  there. 
Many  were  called. 
^//  appeared. 

Here  we  see  that  the  adjective  may  be  used 
as  the  subject  of  a  sentence.* 

c.  To  miss  sometimes  is  pardonable.' 
To  do  two  things  at  once  is  not  eas}'. 
To  err  is  human. 

Here  we  see  that  the  infinitive,  or  supine 
as  it  is  sometimes  called,  may  be  the  subject 
of  a  sentence. 

d.  Seeing  is  believing.^ 
Reading  enlaiges  the  mind. 
Walking  is  a  healthy  exercise. 

Here  we  see  that  a  participial  substantive 
may  be  the  subject  of  a  sentence. 

e.  Thai  he  should  tell  a  lie  is  impossible.* 
How  he  did  it  is  unknown. 

Here  we  see  that  a  noun  clause  may  be  used 
as  the  subject  of  a  sentence. 


*  Vale  and 
tn  dc  bbck-liaju  d  for 

vidi  adKT  1 
auBpic  sid^eci. 


Efidiflns 


Treat  as  above. 


'  Ask  for  instances  of  odier 
adjectives  amilariy  used. 

*  l^Tial  is  the  subject  ?  To 
what  part  of  speech  does  it 
belong? 


'  What  word  is  the  subject  ? 
To  what  part  of  speech  doe« 
it  belong? 


"  What  is  the  subject  to  fVT 
What  kind  of  sentence  is  the 
subject  ? 
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CHAPTER  VII. 

ON  TEACHING  COMPOSITION. 

Children  should  be  taught  to  speak  accurately  before 
they  are  expected  to  write  accurately.*  This  power  of 
speaking  accurately  demands  (i)  clearness  of  thought, 
(2)  an  adequate  vocabulary,  (3)  familiarity  with  the  idioms 
and  laws  of  the  language.  People  come  abroad  in  confusion 
because  they  are  in  confusion  at  home.  Their  meaning  is 
ambiguous  to  others  because  it  is  not  clearly  determined  by 
themselves.  What  we  know  well  we  can,  as  a  rule,  express 
clearly ;  and  when  people  say  that  they  perfectly  understand 
a  thing,  but  cannot  express  themselves,  it  is  not  uncharitable 
to  assume  that  they  are  deceiving  themselves.  Whether 
we  think  in  words  or  not,  it  is  certain  that  confusion  in  lan- 
guage is  almost  invariably  the  consequence  of  endeavours 
to  express  imperfect  knowledge  or  imperfect  thought.  In 
many  cases  this  imperfection  is  inevitable,  and  in  such  cases 
our  language  will  reflect  the  vagueness,  inaccuracy,  and  in- 
completeness of  our  knowledge,  and  the  illogical  character 
of  our  reasoning;  but  in  the  majority  of  matters  about  which 
we  have  occasion  to  speak  and  write,  it  is  not  difficult  to 
arrive  at  that  accuracy  of  knowledge  and  clearness  of  thought 
which  are  essential  to  accuracy  and  clearness  of  speech. 

*  It  is  much  to  be  regretted  that  the  word  *  composition  *  is  limited 
in  popular  use  to  written  composition.  It  has  tended  to  obscure  the 
close  connection  between  oral  composition  and  written  composition. 
Children  who  speak  well  invariably  write  well,  though  it  does  not 
always  happen  that  children  who  write  well  speak  well.  Writing  affords 
greater  opportunities  than  speech  foi  pieuvedUaition.  and  for  selection  of 
'ords. 
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Fragmentary   answers  to  be  discouraged.— 

Children  should  never  be  allowed  to  speak  in  fragmentary 
sentences.  Their  answers  to  questions  addressed  to  them 
in  class  should  be  complete  and  well  constructed  ;  and  the 
teacher  should  never  be  satisfied  until  they  have,  in  their 
own  language,  fully  expressed  what  they  wished  to  say. 
Very  frequently  children,  either  from  bashfulness  or  indo- 
lence, utter  a  few  imperfectly  connected  words  that  seem  to 
indicate  they  know  the  answer  to  the  question  addressed  to 
them,  and  the  teacher  is  tempted,  in  consequence,  to  pass 
on  or,  perhaps,  to  shape  the  answer  into  coherent  language 
for  them.  In  this  way  the  habit  of  resting  content  with 
half-knowledge  and  half-comprehension  is  strengthened. 
Both  for  the  sake  of  the  subject  taught,  and  for  the  cultiva- 
tion of  the  power  of  expression,  it  is  worth  while  to  get 
children  to  state  what  they  have  to  say  explicitly,  completely, 
and  coherently.  It  is  often  impossible  to  ascertain  whether 
a  child  knows  a  fact  or  not,  until  he  has  put  his  knowledge 
of  it  into  language.  It  is  still  more  difficult  to  ascertain 
whether  he  has  followed  a  train  of  reasoning  until  he  can 
reproduce  in  words  each  step' of  it. 

The  teacher  will,  of  course,  exercise  discretion  in  the 
demands  which  he  makes  upon  his  pupils.  He  will  not 
expect  them  to  roll  off  long  and  well-constructed  periods 
from  the  first.  Children  are  frightened  at  hearing  their  own 
voices,  when  they  know  that  what  they  say  will  be  made  the 
subject  of  criticism,  and  copious  faultfinding  with  their  lan- 
guage would  have  the  effect  of  silencing  them  altogether. 
What  is  contended  for  is  that,  however  short  the  sentences 
may  be  which  children  utter,  those  sentences  should  be 
complete. 

Importance  of  the  teacher's  setting  a  good 

example. — Accuracy  and  clearness  of  language  are,  to  a 
large  extent,  the  results  of  following  good  xsvo^^eX^.   ^^.  "^^ 
teacher  himself  is  careless  about  acc>3Lt2Jc>j  oil  ^-x^'^^'skv^j^- 

u  2 
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and  contents  himself  with  stating  hazy  views  in  language 
still  more  hazy,  it  is  not  surprising  that  his  pupils  reproduce 
these  characteristics.  Whatever  be  the  subject  he  is  teach- 
ing, he  should  remember  that  everything  he  says  will  affect 
the  composition,  oral  and  written,  of  his  class.  Hence  he 
cannot  be  too  careful  in  clearly  mastering  the  subject  about 
which  he  proposes  to  speak,  in  orderly  arranging  his  topics, 
in  thoroughly  explaining  one  topic  before  he  proceeds  to 
another,  in  choosing  his  words,  and  in  finishing  off  his  sen- 
tences. One  sometimes  hears  lessons  in  which  sentences 
are  begun  that  are  never  finished,  or  are  finished  in  a  way 
that  does  not  harmonize  with  their  commencement ;  paren- 
theses are  inserted  within  parentheses ;  the  first  word  that 
presents  itself  is  clutched  at,  whether  it  happens  to  be  the 
word  that  is  wanted  or  not ;  and  in  a  variety  of  other  ways 
the  teacher  sets  bad  examples,  which  cannot  but  have  a  bad 
influence  on  the  composition  of  the  children. 

Importance  of  increasing  the  vocabulary  of 

children. — No  opportunity  should  be  lost  of  increasing 
the  vocabulary  of  children.  As  soon  as  children  grasp  an 
idea,  they  should  have  the  word  that  expresses  it,  and  this 
word  should  be  demanded  whenever  the  occasion  for  using 
it  arises.  No  matter  what  the  lesson  may  be,  the  teacher 
should  carefully  avail  himself  of  convenient  opportunities 
to  explain  every  new  word  he  introduces,  and  should  seek 
occasions  to  illustrate  its  employment.  The  committing  of 
poetry  to  memory,  apart  from  its  many  other  uses,^  is  a 


*  On  this  subject  Hallam  has  the  following  beautiful  remarks, 

which  rise  to  a  pitch  of  eloquence  rarely  found  in  his  writings.     He 

is  speaking  of  the  consolation  which  Milton  found  in  his  blindness  in 

being  able  to  fall  back  on  the  treasures  stored  up  in  his  mind  in  days 

gone  by  : — *  Then  the  remembrance  of  early  reading  came  over  his  dark 

and  lonely  path,  like  the  moon  emerging  from  the  clouds.     Then  it 

was  that  the  muse  was  truly  his  ;  not  only  as  she  poured  her  creative 

inspiration  into  his  mind,  but  as  the  dawgVilei  of  Memory,  coming  with 

^^i^^ffments  of  ancient  melodies,  the  voice  oi  ^MxVgJA^'s,  ^xA'^^smsx^^sA 
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very  valuable  exercise  as  a  means  of  extending  the  voca- 
bulary, and  familiarizing  the  mind  with  those  secondary 
meanings  of  words  on  which  the  wealth  and  beauty  of 
language  very  largely  depend. 

The  practice  of  tracing  words  to  their  roots  is  helpful, 
both  in  fixing  their  meaning  and  in  supplying  the  memory 
with  links  of  association  by  which  they  may  be  recalled. 

But  the  most  important  of  all  means  of  increasing  the 
vocabulary  is  the  cultivation  of  the  habit  of  reading.  Chil- 
dren learn  words,  not  so  much  by  having  them  explained, 
as  by  meeting  them  constantly  in  new  combinations.  This 
is,  of  course,  not  the  only  way  in  which  reading  is  auxiliary 
to  composition.  The  ear  grows  accustomed  to  the  rhythm 
and  proportion  of  well-constructed  periods,  and  the  mind  to 
the  various  artifices  by  which  clearness  and  variety  of  con- 
struction are  secured.  Here  it  may  be  remarked  tiiat  learn- 
ing by  heart  should  not  be  restricted  to  poetry.  Good  prose 
passages  are  more  valuable  as  models  for  imitation  than 
poetical  passages. 

Best  subjects  for  written   composition.— At  a 

very  early  stage  of  education  children  should  be  encouraged 
to  express  themselves  in  written  composition.  This  stage 
commences  at  the  time  when  children  have  overcome  the 
mechanical  difficulties  of  writing,  and  can  spell  with  toler- 
able accuracy,  so  as  to  be  able  to  give  the  whole  of  their 

Tasso ;  sounds  that  he  had  loved  in  youth,  and  treasured  up  for  the 
solace  of  his  age.  They  who,  though  not  enduring  the  calamity  of 
Milton,  have  known  what  it  is,  when  afar  from  books,  in  solitude  or  in 
travelling,  or  in  the  intervals  of  worldly  care,  to  feed  on  poetical  re- 
collections, to  murmur  over  the  beautiful  lines  whose  cadence  has  long 
delighted  their  ear,  to  recall  the  sentiments  and  images  which  retain  by 
association  the  charm  that  early  years  once  gave  them — they  will  feel  the 
inestimable  value  of  committing  to  the  memory,  in  the  prime  of  its 
power,  what  it  will  easily  receive  and  indelibly  retain.  I  know  not, 
mdeed,  whether  an  education  that  deals  much  with  poetry,  such  as  is 
still  usual  in  England,  has  any  more  solid  argument  among  many  in  iu 
favour,  than  that  it  lays  the  foundation  oi  VoXtW^cX-xjaX  ^^asMS&  ^  " 
pther  extreme  of  life,*^iit.  Hist,  iv.  2/^0.  ' 
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minds,  for  the  time  being,  to  the  expression  of  their  thoughts. 
The  most  suitable  exercises  in  composition  for  young  children 
are  those  requiring  an  abstract  of  a  reading  lesson  or  of  some 
story  told  them.  It  is  a  great  mistake  to  set  young  children 
to  write  on  abstract  themes.  Their  knowledge  is  very  small 
in  amount ;  their  powers  of  observation  and  reflection  have 
been  mainly  exercised  on  the  visible  world  around  them  ; 
and  their  interest  does  not  lie  in  speculations  on  abstract 
topics.  Young  or  old,  we  write  best  on  the  topics  in  which 
we  take  most  interest.  It  is  a  golden  rule  in  teaching  to 
present  to  a  learner  only  one  difficulty  at  a  time ;  but,  if 
children  are  set  to  write  upon  a  difficult  subject,  they  have 
to  encounter  two  classes  of  difficulties  simultaneously ;  they 
have,  first  of  all,  to  find  ideas,  and,  at  the  same  time,  to 
clothe  them  in  appropriate  language.  Locke  sternly  con- 
demns the  practice  of  setting  children  to  write  on  subjects 
beyond  the  range  of  their  powers.  He  says  :  *  Here  the  poor 
lad  who  wants  knowledge  of  those  things  he  is  to  speak  of, 
which  is  to  be  had  only  fi-om  time  and  observation,  must 
set  his  invention  on  the  rack  to  say  something  where  he 
knows  nothing,  which  is  a  sort  of  Egyptian  tyranny,  to  bid 
them  make  bricks  who  have  not  yet  any  of  the  materials.' 

Home  exercises  will  frequently  afford  valuable  oppor- 
tunities for  giving  exercises  in  composition.  Children  may  be 
required  to  reproduce  on  paper  the  substance  of  a  lesson 
given  in  the  course  of  the  day ;  or  to  answer  questions  from 
any  sources  to  which  they  have  access. 

Letter-writing  is  another  valuable  exercise  in  compo- 
sition, and  should  be  practised  much  more  frequently  than  is 
common  in  school.  Any  important  incident  in  a  child's  life, 
Such  as  a  holiday,  an  entertainment,  an  excursion  into  the 
country,  may  be  made  the  subject  of  a  letter.  By  varying 
the  imaginary  correspondent,  the  teacher  will  find  conve- 
went  opportunities  for  teachm^  iVv^  iotwv3X\>C\^'s»  \^\\\cK  are 
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usually  observed  in  commencing,  concluding,  and  address- 
ing letters. 

Paraphrasing  is  a  valuable  test  exercise,  but  I  question 
whether  it  is  a  good  exercise  for  teaching  composition.  If 
the  passage  given  for  paraphrasing  be  well  written,  it  is 
already  expressed  in  the  best  words  that  could  have  been 
chosen,  and  the  substitution  of  others  can  only  have  the 
eflfect  of  weakening  the  force  of  it.  If  it  be  expressed  in 
plain  Saxon,  it  can  only  be  paraphrased  into  Latinized 
English,  a  conversion  which,  if  the  theme  be  a  humble  one, 
often  produces  the  most  ludicrous  effects.     Pope  says  : 

Expression  is  the  dress  of  thought,  and  still 
Appears  more  decent,  as  more  suitable ; 
A  vile  conceit  in  pompous  words  expressed 
Is  like  a  clown  in  regal  purple  dressed  : 
For  different  styles  with  different  subjects  sort, 
As  several  garbs,  with  country,  town,  and  court. 

Of  course,  it  may  be  argued  that  the  object  of  para- 
phrasing is  to  cultivate  the  taste  so  as  to  render  this  kind 
of  error  impossible ;  but  when  we  bear  in  mind  the  limited 
resources  of  the  most  copious  language,  it  will  be  readily 
perceived  that  the  evil  deprecated  is  almost  inevitable.  Who 
could  paraphrase  such  a  passage  as  the  following  without 
spoiling  it? — 

A  violet  by  a  mossy  stone 

Half  hidden  from  the  eye. 
Fair  as  a  star  when  only  one 

Is  shining  in  the  sky. 

The  least  objectionable  kind  of  passage  for  paraphrasing 
is  one  written  in  Latinized  English  and  capable  of  being 
translated  into  the  vernacular.  In  dealing  with  such  passages 
it  would  be  well,  perhaps,  to  call  upon  children  not  to 
*  paraphrase '  them,  but  to  convert  them  into  simple  English, 
Paraphrasing  assumes  that  a  language  abounds  in  synony- 
mous words  and  expressions,  and  that  the  same  thoughts  may 
be  equally  well  expres<?ed  in  a  variety  o^  '*N?q%,    '^^n^x  ^-^^ 
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• 

there  a  greater  mistake.  Simi/ar' thoughts  may  be  expressed 
in  diflferent  terms,  but  rarely  the  same  thoughts.  There  are 
certain  words  that  are  appropriated  to  certain  ideas  ;  there 
are  certain  turns  of  expression  that  have  no  equivalent ; 
and  the  better  the  author  the  more  certain  he  is  to  have  em- 
ployed these  very  words  and  expressions.  If  anybody  doubts 
this,  let  him  try  to  alter  a  word  in  some  good  passage  of 
poetry  or  prose  with  which  he  is  familiar.  Coleridge  says 
that  you  may  as  well  attempt  to  push  a  brick  out  of  a  wall 
with  your  forefinger  as  push  out  a  word  from  a  passage  of 
Shakespeare  or  Milton.  Your  word  may  be  a  very  good 
word,  but  it  is  not  f^e  word.  There  are  very  few  synonyms 
in  any  language.  Even  in  a  composite  language  like 
English  the  number  is  small;  for  though  we  have  large 
numbers  of  quasi-duplicate  words,  coming  on  one  side  from 
Teutonic  sources  and  on  the  other  from  Latin  and  Greek, 
yet  it  will  be  found  that  these  words  are  rarely  absolutely 
S)monymous.  They  cover  the  same  area,  to  a  certain  extent, 
but  each  laps  over  this  common  area  in  some  direction  or 
another. 

The  fact  is,  we  do  not  need  duplicate  terms,  and,  con- 
sequently, where  they  exist  we  are  almost  sure,  in  process 
of  time,  to  desynonymize  them  by  giving  one  some  shade  of 
meaning  not  possessed  by  the  other.  '  As  a  language,'  says 
Archbishop  Trench,  *  becomes  itself  an  object  of  closer 
attention,  at  the  same  time  that  society,  advancing  from  a 
simpler  to  a  more  complex  state,  has  more  things  to  designate, 
more  thoughts  to  utter,  and  more  distinctions  to  draw,  it  is 
felt  as  a  waste  of  resources  to  employ  two  or  more  words  for 
the  signifying  of  one  and  the  same  thing.  Men  feel,  and 
rightly,  that  with  a  boundless  world  lying  around  them  and 
demanding  to  be  catalogued  and  named,  and  which  they  only 
make  their  own  in  the  measure  and  to  the  extent  that  they  do 
name  it,  with  infinite  shades  and  varieties  of  thought  and  feeling 
subsisting  in  their  own  minds,  and  claiming  to  find  utterance 
in  wor^Sf  it  is  a,  wanton  exttava^axvce  \.o  ^^^e^^\:«ci  or  more 
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signs  on  that  which  could  adequately  be  set  forth  by  one — 
an  extravagance  in  one  part  of  their  expenditure,  whicH  will 
be  almost  sure  to  issue  in,  and  to  be  punished  by,  a  corre- 
sponding scantness  and  straitness  in  another.' 

So  far  as  paraphrasing  compels  the  learner  to  nicely  dis- 
criminate the  applications  of  words,  to  closely  study  an 
author's  meaning,  and  to  exercise  taste  and  judgment  in  set- 
ting forth  that  meaning,  it  is  a  valuable  exercise ;  but  it  is 
one  rather  suited  for  the  advanced  student  than  for  the 
beginner.  To  ask  a  child  to  paraphrase  a  piece  of  Milton 
or  Shakespeare  seems  as  absurd  as  to  ask  him  to  wield  the 
club  of  Hercules.  Such  an  exercise  will  test  the  powers 
of  the  child ;  it  is  ill  calculated  to  develope  them. 

THE  CORRECTION  OF  COMPOSITION  EXERCISES. 

Very  few  rules  can  be  laid  down  for  the  guidance  of 
children  in  composition.  The  most  valuable  service  that 
can  be  rendered  to  them  in  this  subject  is  in  the  way  of  criti- 
cism, and  here  the  teacher  needs  to  exercise  great  discretion. 

Every  composition  exercise  should  be  carefully  examined, 
and  the  blunders  should  be  clearly  indicated  and,  where  it 
is  possible,  corrected.  In  the  distribution  of  the  exercises  a 
few  specimens  of  the  best  and  worst  groups  should  be  read 
to  the  class,  and  the  excellences  or  defects  which  characterize 
them  should  be  pointed  out.  In  the  detection  of  errors  of 
language  and  taste  the  class  may  be  called  on  to  co-operate 
with  the  teacher.  Such  questions  as  *  What  is  there  wrong 
in  this  sentence  ? ' '  How  might  this  sentence  be  improved  ? ' 
*  VVhy  is  the  meaning  of  this  sentence  ambiguous  ?  *  etc., 
would  set  the  children  thinking  on  the  subject  of  construc- 
tion, would  afford  them  opportunities  for  practically  applying 
their  knowledge  of  grammar,  and  would  help  to  awaken  in 
them  a  literary  conscience. 

Fine  writing"  should  be  studVouA^  d;\%c.o>Maji,^^^'^^iX  '^ 
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is  a  great  mistake  to  restrict  children  to  the  emplo)rment  of 
any  particular  class  of  words.  A  vast  deal  of  nonsense  has 
been  written  about  Saxon  English.  That  English  is  best, 
whether  of  Teutonic  or  other  origin,  which  most  adequately 
expresses  the  writer's  meaning,  and  at  the  same  time  is  most 
intelligible  to  those  for  whose  benefit  it  is  written. 

In  the  public  criticism  of  exercises  it  is  not  necessary 
to  name  the  writers  of  either  good  or  bad  exercises.  The 
teacher  will  judge  for  himself  how  far  the  praise  or  cen- 
sure of  individuals  may  be  productive  of  good  or  harm.  In 
no  case  should  children  be  held  up  to  ridicule  on  account 
of  their  blunders.  They  will  often  fall  into  ludicrous  errors 
in  their  first  endeavours  to  write,  but  it  is  not  well  to  expose 
them,  in  consequence,  to  the  derision  of  the  class.  En- 
couragement and  good-humoured  criticism  will  do  more 
good  than  caustic  remarks  in  the  style  of  a  young  reviewer. 
By  criticizing  the  exercises  without  reference  to  the  person- 
ality of  the  authors,  the  remarks  of  the  teacher  will  produce 
quite  as  much  good  as  if  the  authors'  names  were  mentioned, 
and  give  no  unnecessary  pain  to  any  child's  feelings. 


SECTION   VII. 

ARITHMETIC  AND  HOW  TO  TEACH  IT. 


CHAPTER  I. 
GUIDANCE  FOR  TEACHERS. 

Objects  aimed  at  in  Arithmetic. 

This  little  manual  on  the  Scienceand  Art  of  Arithmetic  is 
designed  chiefly  for  the  use  of  pupil- teachers  and  student- 
teachers.  It  is  hoped  that  it  will  be  of  use  also  to  their 
trainers,  not  as  superseding  the  living  voice  of  the  trainer, 
but  as  a  groundwork  of  principles,  requiring  to  be  supple- 
mented in  details. 

It  is  intended  to  be  employed  along  with  the  ordinary 
text-book  on  Arithmetic  used  in  the  school ;  the  methods 
here  recommended  are  applicable  to  all  collections  of  ex- 
amples there  given.  Only  such  examples  are  offered  as  are 
sufficient  to  explain  the  processes  suggested  and  to  illustrate 
the  reasoning  employed.  All  necessary  definitions  and  for- 
mal rules  can  be  found  in  text-books.  To  save  space  they 
are  omitted  in  this  manual. 

The  objects  chiefly  aimed  at  are — 

(i)  Simplicity  of  classification.  The  teacher  should  in- 
variably, as  a  preliminary  process,  present  a  sufficient  number 
of  easy  problems  or  questions  from  common  life  to  be 
worked  mentally  by  the  class  that  they  may  gather  for  them- 
selves the  idea  or  theory  that  coiviv^cXs  X\v^'«v  ^. 
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(2)  Logical  connection.  It  should  be  shown  that  arith- 
metic is  not  a  mere  collection  of  rules,  but  that  each  rule  is 
only  the  expression  of  a  principle  that  follows  directly  from 
principles  already  proved ;  in  short,  that  the  most  complex 
rule  of  arithmetic  may  be  deduced  from  the  child's  first 
discovery  that  one  and  one  make  two. 

(3)  Illustrations  from  realities.  In  the  case  of  a  new 
rule,  the  truth  of  the  rule  should  be  proved  by  some  tangible 
or  visible  result — e,g,  in  the  multiplication  table  the  class 
may  be  allowed  to  construct  the  table  for  themselves,  or,  in 
the  addition  of  fractions,  to  prove  that  -^4-^=1^,  they  may 
use  such  illustrations  as  are  given  in  the  section  on  Fractions. 

(4)  Accuracy  and  neatness  to  be  obtained  by  a  graduated 
series  of  examples,  beginning  with  a  single  difficulty  and 
gradually  increasing  in  complexity.  The  class  should  never 
be  distracted  by  having  more  than  one  difficulty,  either  in 
theory  or  rule,  put  before  them  at  one  time  ;  the  reasons  of 
each  process  should  at  first  be  placed  by  the  side  of  the  sum, 
until  the  form  of  the  rule  shall  invariably  recall  the  reason  of 
the  rule. 

(5)  Rapidity  of  calculation.  Mental  calculation  should 
be  facilitated  by  the  committal  to  memory  of  tables,  and  of 
easy  properties  of  numbers,  not  by  parrot-like  repetition, 
but  by  an  intelligent  explanation  of  the  law  of  the  numbers, 
so  that  the  class  may  be  able  to  recover  a  forgotten  table  for 
themselves  ;  and  by  actual  exhibition  in  the  case  of  weights 
and  measures,  either  of  the  weights  and  measures  themselves, 
or  of  diagrams  showing  their  relative  sizes  and  values. 

Things  to  be  borne  in  mind. 

(a)  Arithmetic  is  a  science,  and  requires  strict  habits  of 
truthfulness  in  reasoning.  All  evasions,  guesses,  forcing  of 
answers  are  offences  against  true  scientific  habits. 

(b)  Arithmetic  is  an  art.     If  you  have  learned  drawing 
you  will  remember  that  all  beginners  in  art  have  to  spoil  a 

£reat  quantity  of  material  and  to  go  XhTow^  ^Vyc^^^^rles  of 
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easy  attempts  before  any  facility  is  acquired.  Art  learners 
have  to  practice  repeatedly  the  same  copies  before  they 
can  faithfully  reproduce  an  object. 

(c)  The  rules  of  art  demand  that  learners  should  not 
begin  with  difficult  ideas  or  difficult  forms.  Therefore  in 
arithmetic  begin  with  the  simplest  problems  and  the  sim- 
plest rules;  do  not  attempt  to  deal  with  more  than  one 
difficulty  at  a  time. 

(d)  The  new  idea  should  first  be  presented  to  the  chil- 
dren through  a  sufficient  number  of  mental  problems  and 
of  illustrations  on  the  black-board  (where  the  subject  admits 
of  them),  that  the  idea  and  step  of  reasoning  may  be  tho- 
roughly grasped  by  the  class  before  the  formal  rule  is  entered 
upon.  The  class  should  be  encouraged  to  give  some 
simple  common-sense  questions  or  illustrations  of  the  same 
kind. 

(e)  When  the  idea  is  thoroughly  grasped,  the  new  form 
of  sum  required  by  the  new  idea  should,  if  possible,  be 
drawn  from  the  children ;  if  that  is  not  feasible,  each  step 
of  the  new  form  should  be  so  written  down  as  to  tell  its  own 
story. 

(f)  Shortened  forms  of  working,  e.g.  practice  as  a  short- 
ened form  of  multiplication,  or  interest  as  a  shortened  form 
of  working  a  rule  of  three  sum,  should  be  first  worked  out 
in  the  longer  general  form,  and  both  forms  placed  side  by 
side  on  the  black-board.  Such  an  exhibition  will  enable  the 
class  more  readily  to  recover  a  forgotten  process  for  them- 
selves. 

(g)  Slow  progress  in  the  earlier  stages  of  arithmetic  en- 
sures rapid  progress  in  the  later  stages.  Clear  explanations 
at  first  of  such  simple  things  as  the  method  of  equal  ad- 
ditions in  subtraction,  or  clear  proof  that  multiplication 
and  division  are  only  shortened  forms  of  addition  and  sub- 
traction, will  lead  your  class  to  expect  similar  intelligent 
reasons  for  the  processes  required  in  more  difficult  ^^<^- 
blems. 
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Some  class  rules. 

A  few  class  rules  are  here  given,  but  the  practical  expe- 
rience of  each  teacher  will  doubtless  suggest  additions  or 
modifications  suitable  to  his  own  children. 

(i)  With  every  lesson  in  arithmetic  give  a  little  drilling 
in  mental  calculation,  especially  in  such  questions  as 
involve  the  use  of  tables. 

(2)  Graduate  these  questions  to  the  varying  intelligence 
of  the  children.  Do  not  expect  every  child  to  answer  every 
question. 

(3)  Dictate  your  sums,  or,  if  for  the  purpose  of  econo- 
mising time  you  are  obliged  to  use  printed  cards  or  to  write 
on  the  black-board,  let  your  questions  be  expressed  as  far  as 
possible  in  words. 

(4)  If  written  on  the  black-board,  or  printed  in  figures, 
call  upon  the  children  to  read  them  off  to  you  in  words. 

(5)  Divide  the  time  at  your  disposal  between  practising 
the  formal  rule  and  discussion  of  problems  involving  the 
rule.  No  lesson  should  be  allowed  to  pass  without  one  or 
more  questions  involving  concrete  quantities  taken  from  the 
ordinary  daily  life  of  children. 

(6)  Do  not  give  the  same  sum  to  children  sitting  close 
together,  until  they  have  acquired  habits  of  moral  courage 
and  independence.  Employ  some  simple  drill  to  tell  off 
your  class — e.g,  a,  b  or  i,  2,  3 — and  dictate  different  sums 
according  to  each  letter  or  number. 

(7)  Do  not  allow  children  Xoprot^e  their  sums  until  they 
have  learned  that  an  untruthful  evasion  can  give  no  true 
pleasure,  even  if  apparently  successful.  Evening  scholars, 
with  whom  real  success  is  the  chief  object,  should  be  en- 
couraged to  prove  their  sums. 

(8)  If  you  aim  in  any  particular  lesson  at  careful  and 
accurate  thought,  have  your  class  in  desks ;  if  you  require 
rapid  communication  and  quick  correction,  bring  your  dass 
within  easy  reach  out  of  their  desks,  if  space  permit 

(9)  Discard  slates  as  soon  as'jovxcaiu   ^Jox^^rotten 
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upon  paper  must  stand,  and  a  scholar  will  think  before  he 
puts  a  figure  down ;  but  prolonged  use  of  slates,  since  each 
calculation  can  be  rubbed  out  at  pleasure,  encourages  an 
inaccurate  and  slovenly  habit. 

(10)  See  that  each  scholar  in  the  class  has  sufficient 
occupation ;  give  as  much  work  as  the  quickest  worker  can 
do  in  the  allotted  time. 

(11)  Mark  all  the  sums  carefully,  or  see  that  they  are 
marked.  Do  not  set  sums  for  home  lessons,  unless  you 
intend  to  return  the  exercises  with  all  mistakes  marked. 

(12)  Do  not  keep  a  quick  scholar  too  long  at  one  rule 
or  set  of  rules  because  it  is  his  proper  standard.  In  no 
subject  do  children  vary  more  than  in  arithmetic.  Let  each 
scholar  feel  that  he  is  being  promoted  as  quickly  as  is  good 
for  him. 

(13)  Introduce  sums  requiring  back  rules. 

(The  teacher's  own  experience  will  suggest  other  rules 
required  in  his  own  school.) 

Apparatus. 

The  apparatus  and  illustrations  should  be  well  con- 
sidered. 

Do  not  think  that  a  piece  of  chalk,  a  black-board,  and 
a  ball-frame  constitute  the  whole  apparatus  required  for 
teaching  arithmetic,  or  that  arithmetic  is  merely  a  matter  of 
formal  sums  and  rows  of  figures. 

We  have  sometimes  seen  in  infant  schools  a  ball-frame 
with  balls  so  small  and  dirty  that  the  attention  of  the 
class  could  not  be  kept.  A  large  ball-frame  with  balls  of 
sufficient  size  and  bright  untarnished  colours  should  cer- 
tainly be  found  in  all  schools ;  but,  besides  this,  we  advise 
you  for  the  earlier  stages  of  numeration  to  have  a  large 
number  of  loose  bricks,  cubes,  sticks,  balls,  etc.,  and  for  the 
earlier  stages  oi  notation  bundles  of  sticks,  matches,  etc.,  tied 
together  in  tens  and  hundreds,  and,  if  you  require  largier 
numbers,  bags  of  peas  or  shot. 
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Again,  it  is  often  convenient  to  use  the  members  of  d 
class  for  easy  sums  in  addition,  and  rows  of  children  in  desks 
for  easy  sums  in  multiplication.  For  higher  rules  it  is  diffi- 
cult to  overrate  the  importance  of  good  diagrams  for  square 
and  cubic  measures,  of  good  black-board  drawing  for  illus- 
trations of  rules  in  fractions,  etc.,  and  of  good  models  for 
actual  practice  in  weights  and  measures. 

For  problems  to  be  expressed  in  words  do  not  choose 
vulgar  or  ridiculous  objects;  use  such  topics  of  com- 
mon life  as  are  familiar  to  your  scholars  for  the  subject  of 
your  problems;  but  employ  horses  and  cows,  rather  than 
pigs  or  geese,  for  your  questions. 
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CHAPTER  IL 
SIMPLE    RULES. 

L  All  Arithmetic  is  based  upon  the  simple 
fact— 

That  a  child  can  be  taught  to  put  together  one  brick  and 
another  brick  and  call  them  two  bricks,  or  can  separate  the 
two  bricks  and  say  one  brick  and  one  brick-  Be  careful  to  use 
numerous  examples  of  real  objects,  not  only  bricks  and 
cubes,  specially  designed  for  school  use,  but  slates,  books, 
children,  anything,  in  short,  that  is  at  hand.  Do  not  use 
strokes  on  slates,  or  counting  on  fingers;  a  lazy  child  would 
be  only  too  glad  to  use  its  fingers  or  strokes  all  through  its 
school  life.  Remember  what  using  fingers  or  strokes  rncanH  : 
it  is  merely  the  addition  of  one,  or  counting.  In  arithmetic, 
more  perhaps  than  in  any  other  science,  wc  are  always 
kicking  away  the  ladders  by  which  we  have  climbed,  and  it 
is  better  for  the  scholar  to  forget  as  soon  as  possible  the 
steps  by  which  he  mounted  the  earlier  stages,  though  the 
intelligent  habit  still  remains.  For  these  reasons  use  appa- 
ratus for  illustration  or  actual  proof,  t/taf  can  be  separated 
from  the  child. 

We  suppose,  then,  that  the  names  of  the  numbers  have 
not  been  given,  until  accompanied  by  the  actual  process  of 
addition ;  and  this  naming  of  numbers  may  be  continued 
so  far  as  the  teacher  pleases,  not  as  mere  countings  but  as 
addition  of  one.  We  do  not  think,  however,  that  there  is 
any  use  in  carrying  this  addition  beyond  twenty,  until  the 
first  two  stages  of  notation  {see  Section  5)  have  been 
mastered. 

X 
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2.  To  teach  the  addition  of  two. 

This  should  always  be  done,  in  the  first  instance,  by 
placing  two  parcels  of  objects,  say  six  and  two,  before  the 
class,  and  adding  the  two  to  the  six  one  by.  one.  This  need 
not  be  done  often ;  the  association  of  six  and  two  with 
eight  will  soon  follow,  if  too  many  additions  are  not  taught 
at  once. 

3.  To  teach  the  addition  of  three  or  any 
number  less  than  ten. 

You  may,  if  you  please,  go  through  a  process  similar 
to  the  above,  and  show  that  the  addition  of  six  and  three 
is  the  addition  of  six  and  one  and  one  and  one.  But 
you  need  not  dwell  long  on  so  slow  a  process  ;  children's 
minds  are  quick  at  discovering  methods  for  themselves. 
Your  class  already  knows  that  three  means  two  and  one,  and 
that  six  and  two  make  eight ;  they  can  therefore  perform 
the  quicker  process  of  six  and  two  and  one. 

In  this  case  there  are  only  three  ways  of  arriving  at  the 
result  of  the  addition  of  three  to  six ;  but  what  we  have 
said  applies  still  more  strongly  to  the  addition  of  higher 
numbers,  which  may  be  performed  in  several  ways.  For 
example,  the  addition  of  five  to  seven  may  be  arrived 
at  in  fifteen  different  ways.  A  slow  child  may  find  it 
necessary  at  first  to  add  each  separate  unit ;  a  quicker  child 
may  be  able  to  add  seven  and  three  and  two. 

Do  not  compel  every  child  to  follow  the  same  rigid 
method ;  allow  each  to  choose  its  own  road,  provided  it  is 
not  very  circuitous.  You  should  remember  that  these  results 
have  to  be  committed  to  memory ;  and  the  best  help  to 
memor}'  in  any  subject  is  to  allow  each  individual  as  far  as 
possible  to /0//0W  the  path  most  natural^  and  therefore  most 
attractive,  to  himself. 

But  you  can  assist  the  formation  of  a  good   memory 

ia.  addition  by  suggesting  easier  ways  of  passing  from  one 

l^jnimber  to  another.     To  ^^ass  (^^of^  ^cyov  v\v^  addition  of 
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seven  and  six  to  thirteen,  you  may  suggest  that  two  six^s 
and  one,  or  two  sevens  less  one,  ^will  produce  the  same 
result ;  or  with  nine  and  eight,  you  may  suggest  nine  and 
four  and  four,  or  two  nines  less  one.  Such  processes  will  be 
greatly  facilitated  by  practising  decomposition  of  numbers ; 
e,g,  make  your  class  see  in  how  many  different  ways  nine 
may  be  decomposed  into  eight  and  one,  six  and  three,  etc. 

This  can  be  practically  shown  by  arrangement  of  nine 
dots  in  different  groups. 

4.  Addition  table. 

Your  class  will  be  now  prepared  to  commit  to  memory 
the  addition  table  up  to  nine  (inclusive).  You  may  reserve 
for  future  lessons,  />.  until  notation  of  numbers  up  to  100 
has  been  mastered,  the  application  of  this  table  to  higher 
numbers ;  e,g,  that  the  addition  of  nine  and  seven  may  be 
used  in  the  addition  of  twenty-nine,  fifty-nine,  etc,  and  seven. 

Let  the  addition  table  be  as  thoroughly  learned  as  the  multi- 
plication or  any  other  table, 

5.  Notation  of  numbers  higher  than  nine. 

We  have  pointed  out  already  that  the  notation  of  num- 
bers up  to  nine  may  be  taught  together  with  the  numera- 
tion, that  the  figure  6  may  be  written  upon  the  black-board 
while  the  children  are  putting  together  five  bricks  and  one 
brick,  but  that  the  notation  of  higher  numbers  may  be  de- 
ferred till  their  addition  has  been  mastered. 

Notation  should  be  divided  into  the  five  following  groups, 
each  of  which  presents  its  own  new  difficulty: — 

(i)  Numbers  from  one  to  nine. 

(2)  „        „      ten  to  nineteen. 

(3)  „        „      twenty  to  ninety-nine. 

(4)  „        „      one  hundred  to  nine  hundred  and 

ninety-nine, 

(5)  All  higher  numbers. 

X2 
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To  facUitate  stages  (2)  and  (3)  you  can  from  the  first 
prepare  the  way  by  introducing  a  marked  cadence  in  your 
counting  at  each  fresh  stage ;  e,g.  tlie  last  syllable  of  thir- 
tem^  fourfeen,  etc.,  may  be  emphasized  to  show  their 
decomposition  into  three  and  ten,  four  and  ten,  etc. ;  the 
voice  may  be  raised  in  passing  from  nineteen  to  twenty. 

We  would  suggest  also  that  children  should  be  accus- 
tomed to  practise  the  tying  up  sticks  or  cubes  into  bundles 
of  tens,  and  called  upon  to  represent  the  numbers  twenty- 
three,  thirty-seven,  by  two  heaps  of  ten  and  three,  three 
bundles  of  ten  and  seven,  etc 

Practice  of  this  kind  will  enable  you  to  pass  to  the 
notation  of  such  numbers  at  once.  Without  using  such 
empty  words  (empty  to  a  child)  as  *  significant  digits '  or 
*  device  of  place,'  appeal  to  a  child's  common  sense,  and  at 
first  represent  the  tens  by  figures  ten  times  as  high  or  as  broad 
as  the  units  figure,  thus — 


By  accustoming  the  eyesight  of  the  children  to  the  larger 
or  broader  figures  in  the  tens'  places,  your  class  will  be  led 
to  associate  greater  valm  of  position  with  the  left-hand  figures, 
and  you  may  safely  at  last  reduce  the  figures  to  the  same 
size,  telling  your  class  that  you  trust  to  them  to  remember  that 
the  figure  on  the  left  hand  represents  quantities  ten  times 
greater  than  the  other  \  memory  will  supply  the  existence 
of  larger  figures  underlying  the  smaller.  Your  class  will 
thus  be  able  to  represent  any  numbers  less  than  one 
hundred. 

Extend  this  process  to  the  fourth  stage  of  notation — 
ue.  to  the  notation  of  numbers  from  ninety-nine  to  nine 
fauiidred  and  ninety-nine,  before  proceeding  to  teach  the 
\rule  for  ^d4itipn  of  numbers  beyond  ivm^ 
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Let  your  class  practise  changing  heaps  of  units  into  tens, 
of  tens  into  hundreds,  and  the  opposite  process  of 
decomposition.  This  may  seem  to  you  like  playing  at 
srlms ;  but  it  is  milch  to  be  wished  that  all  children  could 
be  allowed  to  play  at  the  realities  of  arithmetic,  before 
proceeding  to  absti-act  calculation,  adding  to  heaps  of 
objects,  taking  from  heaps,  adding  one  by  one  several  heaps 
containing  the  same  number,  subtracting  such  hea!l)s  one 
by  one,  till  they  are  made  thoroughly  to  associate  addition, 
subtraction,  multiplication,  and  division  with  realities  of 
common  life,  and  not  merely  with  formal  rules  and 
mechanical  tasks. 

We  suggest  other  illustrations  from  common  life,  using 
pounds,  shillings,  and  pence,  or  apples  singly,  in  baskets, 
and  in  sacks,  to  diminish  the  awe  with  which  children  regard 
units,  tens,  and  hundreds. 

[We  suppose  that  you  have  been  careful  from  the  first 
to  accustom  your  class  to  filling  up  the  tens*  places  with  a 
cypher  in  such  numbers  as  407.] 

6.  Addition  of  higher  numbers  from  lo  to  lOO. 

We  assume  then  that  your  class  has  been  well  practised  in 
composition  and  decomposition  of  numbers  into  tens,  and 
hundreds  at  least ;  i,e.  they  can  answer  at  once  that  73  tens 
are  equivalent  to  7  hundreds  and  3  tens,  or  vice  versd. 

(a)  Begin  with  numbers  that  do  not  require  carrying; 
e,g.  13  and  25.  Account  for  placing  the  5  below  the  3, 
reminding  them  of  the  value  of  the  figures. 

In  this  and  the  two  following  stages  it  is  advisable  to 
separate  the  tens  and  units  by  a  line,  thus — 


T 

U 

I 

3 

2 

5 

3 

8 

the  vaJue  of  each  row  of  figuies  \>€\Ti%  ^^wci\fc^  \s^  '^ 
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letter  T  for  tens,  and  U  for  units,  written  above  them.  These 
values  may  be  illustrated  by  the  suggestion  that  you  would 
never  think  of  adding  pence  to  shillings. 

(b)  Addition  of  numbers  when  carrying  is  required. 
Not  more  than  two  such  numbers  should  be  used  at  first ; 
^'g'  17  +  25.  It  would  be  well,  in  the  first  few  sums  of  this 
kind,  actually  io  perform  the  carrying  \yy  means  of  bricks  or 
cubes,  so  that  calculation  and  the  reality  may  be  seen  to 
agree. 

(c)  Addition  of  several  rows  of  similar  quantities 

^'g'  17  +  25  +  34+42  +  56+12=186 

to  introduce  the  carrying  of  hundreds. 

(d)  Addition  of  hundreds,  supposing  the  notation  of 
thousands  to  have  been  previously  learned. 

Exhibit  your  sum  thus — 


H 

T 

U 

3 

5 

7 

4 

0 

2 

5 

8 

6 

7 

5 

4 

I 

9 

0 

2 

8 

9 

% 


(e)  Addition  of  all  higher  numbers.  There  will  be 
little  difficulty  in  teaching  the  notation  of  numbers  higher 
than  1 000.  If  your  class  has  been  thoroughly  taught  the 
tenfold  increase  of  value  of  digits,  on  the  left  hand,  for 
numbers  below  1000,  they  will  naturally  expect  the  same 
increase  of  value  for  higher  numbers. 

We  do  not  think  it  possible  to  give  young  children  the 
power  of  realising  greater  numbers  than  one  thousand,  by 
actual  illustrations  :  it  is  difficult  for  minds  of  grown-up 
people  to  realise  such  quantities  as  a  million  ;  we  should 
erefore  be  content  with  impressing  upon  children  the  ten- 

value  of  digits. 
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But,  as  in  the  case  of  hundreds  and  tens,  they  should  be 
carefully  trained  to  decompose  such  numbers  as  five  hun- 
dred and  seven  thousand  and  thirty-five. 

All  numbers  should  be  divided  into  periods  of  three 
digits,  and  each  place  of  digits  should  be  carefully  filled 
up  separately.     The  class  should  be  asked — 

(a)  How  many  hundreds  of  thousands  were  given  ?  (b) 
how  many  tens  of  thousands?  (c)  how  many  thousands? 
(d)  how  many  hundreds  ?  (e)  how  many  tens  ?  (f )  how  many 
units  ?  The  absence  of  some  of  these  should  be  especially 
noted. 

The  whole  difficulty  of  formal  addition  consists  in  the 
decomposition  of  numbers.  A  class  that  has  been  well 
practised  in  the  transference  of  any  number  between  9  and 
1000  from  one  denomination  to  the  next  higher  and  vice 
versd^  and  can  answer  quickly  that  356  represents  356  units, 
or  35  tens  and  6  units,  or  3  hundreds  5  tens  and  6  units, 
will  find  no  difficulty  in  the  hardest  addition  sum. 

Practise  a  few  sums  in  multiplication  as  addition  sums, 
that  your  class  may  be  prepared  for  the  correct  idea  of 
multiplication. 

Do  not  give  long  sums  at  first;  attack  each  difficulty 
separately.  Introduce  occasionally  one  or  more  significant 
cyphers. 

7  (a).  Subtraction  of  units. 

There  is  no  reason  why  mental  subtraction  should  not 
be  taught  simultaneously  with  mental  addition ;  but  it  is 
better  \h2X  formal  rules  should  be  taught  separately,  so  that  one 
rule  should  be  thoroughly  mastered  before  another  is  begun. 

Mental  subtraction  of  units  being  mastered,  your  class 
need  only  be  taught  that  the  same  form  is  used  as  for  addi- 
tion. 

7  (b).  Subtraction  of  tens. 

A  sufficient  number  of  sums  showYdXi^  ^NCif&ft^Sxv  ^^^^ssn^s^ 


\ 
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each  figure  in  the  subtrahend  is  less  than  each  figure  in  the 
minuend  (e.g.  29—13, 459—327)  to  accustom  the  class  to  the 
formal  statement  of  a  subtraction  sum. 

7  (c).  Sums  involving  only  tens,  when  the  units 
figure  in  the  subtrahend  is  greater  than  that  in 
the  minuend ;  e,g.  56—29. 

Two  methods  are  commonly  practised — decomposition 
and  equal  additions.  We  advise  you  to  select  the  latter ; 
certainly  for  young  children  it  is  preferable. 

The  method  of  decomposition  presents  no  difiiculty  in 
such  cases  as  the  above.  If  your  class  has  been  accustomed 
to  decompose  numbers,  they  will  readily  see  that  56= 
40+16,  and  that  9  can  be  subtracted  from  16,  and  20  from 
40,  or  as  the  sum  is  sometimes  written — 

4  16 

\\ 
29 

II 

But  this  method  may  become  very  difficult  if  the  decompo- 
sition of  the  number  has  to  be  carried  several  places  back, 
^*S'  30005  —  19527.  Before  we  can  begin  to  subtract  our 
units  we  must  decompose  the  tens  of  thousands  figures  in 
the  minuend,  and  the  sum  will  have  to  be  worked  thus — 

2999  15 

J952  7 
1047  8 

requiring  the  change  of  every  figure  in  the  upper  line  before 
we  can  begin  to  subtract. 

It  is  true  that  by  the  othei  meVYvoA,  w.  o^  ^o^al  ad- 
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ditions,  more  changes  would  be  made ;  but  they  would  occur 
one  by  one  and  need  not  be  recorded. 

[We  do  not  advise,  in  this  or  any  other  process  of  arith- 
metic, the  teaching  of  two  different  rules  for  the  same  kind 
of  sum ;  a  second  method,  if  more  suitable  to  a  smaller 
number  of  sums,  can  easily  be  mastered  when  the  scholar 
returns  to  back  rules.] 

For  these  reasons,  in  subtraction  we  advise  the  teaching 
of  the  method  of  equal  additions  only. 

Use  some  introductory  illustrations ;  e.g,  one  box  con- 
tains 6  nuts  more  than  the  other ;  Jack  takes  out  16  from  the 
first,  Tom  takes  10  from  the  second.  Make  the  class  see 
that  the  remainder  will  be  the  same  in  both  cases. 

Tom  has  sevenpence  more  in  his  pocket  than  Jack,  but 
spends  sevenpence  more ;  each  will  have  the  same  sum  re- 
maining. 

It  will  impress  the  result  still  more  on  the  children's 
minds,  if  you  place  on  the  black-board  some  such  row  of 
sums  as  the  following  : — 

7  9  13  27 

4  6  10  24 

^  J.  J.  ^ 

The  repetition  of  the  same  remainder  3  in  each  case  will 
show  that  any  number  may  be  added  to  both  quantities 
without  affecting  the  remainder. 

This  principle  being  clearly  grasped,  ask  the  children — 
If  we  add  ten  units  or  ten  tens  to  the  upper  line,  what  may 
be  added  to  the  lower  line  ?  If  they  have  been  well  drilled  in 
their  notation,  they  will  readily  see  that  ten  units  or  ten  tens 
added  to  the  upper  line  will  be  balanced  by  one  ten  or  one 
hundred  added  to  the  lower  line. 

Work  sums  involving  only  numbers  less  than  100,  so 
that  the  class  may  be  familiar  with  the  addition  of  one  ten 
to  the  lower  line,  to  compensate  for  the  ten  units  i^reviovi^V^ 
added  to  the  upper  line. 
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7  (d).  Sums  involving  only  one  equal  addition, 
the  difficulty  occurring  in  different  places. 

It  is  better  not  to  embarrass  beginners  by  too  many 
difficulties.  Give  your  class  a  variety  of  sums ;  e,g,  374— 192, 
3589—2872,  etc.  Before  working  the  sums,  ask  them  to 
name  the  figures  in  which  the  difficulty  occurs,  and  to  state 
clearly  what  steps  are  required ;  i,e,  what  must  be  added  to 
each  line.     Work  a  large  variety  of  such  sums. 

7  (e).  Sums  involving  two  or  more  such  diffi- 
culties. 

7  (f).  Problems  involving  both  addition  and 
subtraction  should  now  be  set  in  great  variety. 

[Children  are  often  allowed  to  prove  their  sums  by  adding 
the  subtrahend  and  remainder  together ;  but  it  is  wiser  not 
to  allow  a  class  to  prove  their  sums  in  this  way.  They 
readily  form  a  bad  habit  of  copying  down  an  answer  if  they 
have  easy  access  to  it.] 

8  (a).  Multiplication.  —  How  to  learn  the 
tables. 

We  have  supposed  that,  while  teaching  addition  sums, 
before  mentioning  the  term  multiplication  you  allowed  your 
class  to  practise  multiplication  as  a  form  of  addition  j  e.g, 
such  sums  as  the  following  : — 

7  9  13 

7  9  13 

7  9  13 

_7  9  13 

28  _9  13 

-  45  ^3 

78 

/.^.  yon  allowed  your  scholars  to  construct  parts  of  the  mul- 
tiplication  table  for  themselves. 
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We  will  suppose  also  that  you  have  shown  them  the  use 
of  the  multiplication  table  by  questions  from  common  life  ; 
e.g.  that  things  are  sold  in  pairs,  by  the  half-dozen,  and 
dozen,  and  that  for  this  purpose  we  want  to  know  two  time?, 
six  times,  twelve  times  a  given  price,  etc. 

You  must  use  every  variety  of  method  to  lead  your  class 
to  take  an  intelligent  interest  in  committing  it  to  memory  ; 
for  the  multiplication  table  must  be  thoroughly  learned.  It 
is  often  taught  very  badly  by  compelling  a  class  to  say 
it  through  from  beginning  to  end  in  a  monotonous,  weari- 
some chant. 

We  are  all  agreed  that  tables  of  all  kinds  cannot  be  too 
thoroughly  learn t-^whether  tables  of  weights  and  measures, 
tables  of  dates,  or  tables  of  geographical  facts — and  that 
repetition  of  them  may  usefully  fill  up  odd  comers  of  time, 
e.g,  during  silent  marking  of  registers,  change  of  lesson,  or 
marching.     But  in  all  these  repetitions — 

(1)  Do  not  always  repeat  the  beginning — twice  one  are 
two — but  repeat  different  parts  of  the  tables,  especially 
the  middle  numbers  of  a  more  difficult  table.  . 

(2)  Do  not  go  through  any  large  part  of  the  tables  at 
once,  but  have  one  smaller  part  repeated  two  or  three  times  ; 
the  mere  repetition  will  assist  the  memory. 

(3)  Do  not  let  the  children  fall  into  a  drawling  mono- 
tone, but  set  the  tables  to  a  pretty  chant  of  three  or  four 
notes  accompanied  by  an  instrument  (if  you  have  one),  and 
let  the  cadence  fall  upon  the  more  difficult  numbers. 

(4)  Have  them  repeated  sometimes  in  connection  with 
well-known  quantities.  Three  times  may  be  converted 
into  threepenny  pieces,  five  times  into  fingers  or  toes, 
seven  times  into  weeks ;  e.g.  6  threepenny  pieces  make 
18  pence,  5  hands  have  25  fingers,  8  weeks  contain  56 
days. 

We  have  said  that  some  numbers  are  harder  to  leartv 
than  others ;  you  should  try  to  dassiSy  >Sas.xa  ^c^^x^icsv'^  Na 
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difficulty,  putting  on  one  side  those  that  teach  themselves, 
and  bringing  forward  those  that  are  less  easily  learned. 

We  may  say  then  that 

(i)  Two  times  and  three  times  hardly  require  teaching  ; 
an  interval  of  two  or  three  in  an  addition  sum  can  easily  be 
jumped  by  an  ordinary  child. 

(2)  Five  times  and  ten  times  present  little  difficulty, 
though  the  interval  is  larger. 

(3)  Nine  times  and  eleven  times  present  little  difficulty 
to  children  who  have  learned  the  addition  table. 

(4)  The  recurrence  of  a  figure  helps  a  child  to  learn 

(a)  The  double  numbers  4x4,  6x6;  and 

(b)  Numbers,  such  as  6  x  4=24,  6  x  8=48. 

What  are  the  difficult  numbei*s  remaining  ? 

4x7,   4x8,    6x7,   6x9,    7x8,    7x9,    8x9,    12x6, 

12x7,    12x8,    12x9. 

We  think  that  a  young  teacher  would  do  wisely  to  take 
notes  of  these  numbers  and  see  that  they  are  thoroughly 
learned.  He  may  assist  his  scholars  by  associating  difficult 
numbers  with  easier  numbers  that  precede  or  follow  them  ; 
e,g,  that 

4X7=s(  4x6  or  24)4-4. 

7x8=(  7x7  or  49)+ 7- 

i2x6=(i2X5  or  60) +12. 

Seeing  that  many  tears  have  been  shed  over  the  multipli- 
cation table,  and  inaccuracy  in  this  stage  vitiates  the  whole 
of  arithmetic,  it  is  worth  while  to  endeavour  to  smooth 
children's  difficulties.  Most  children  only  require  a  little 
encouragement  to  persevere ;  judicious  praise  and  healthy 
emulation  are  the  teacher's  best  assistants.  He  can  help 
his  scholars 

(^  Through  their  ears,  by  a  pleasant  musical  chant 
(b)  Through  their  eyes,  by  Yiavm^  \k^  more  difficult 
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numbers  printed  in  larger  type  that  they  may  be  more  con- 
spicuous. 

(c)  Through  their  sense  of  order,  by  pointing  out  the 
regular  recurrence  of  certain  numbers. 

(d)  Through  their  own  experience,  by  common -sense 
questions. 

[There  is  no  reason  why  the  tables  should  not  be  ex- 
tended beyond  twelve  times ;  it  will  be  found  useful  to 
extend  them  at  least  as  far  as  twenty  times  for  practice.] 

8  (b).  Multiplication  by  one  figure. 

The  teacher  need  not  wait  till  all  the  tables  are  learned ; 
as  soon  as  any  one  table  is  thoroughly  mastered,  sums  may 
be  set  at  once  in  that  table.  We  have  shown  (Section  8  a) 
how  multiplication  may  be  exhibited  as  a  shortened  form  of 
addition, before  the  term  'multiplication'  is  used.  It  will  be 
well  to  repeat  this,  and  to  exhibit  the  same  sum,  worked  by 
addition  and  by  multiplication,  side  by  side,  thus — 

83  83 

83  _7 

83  581 

83  2-         . 

83 

83 

J3 

581 

The  process  may  be  shown  to  be  identical  in  the  two 
cases ;  whether  we  work  by  addition  or  multiplication  we  re- 
cord in  both  cases  the  addition  of  7  threes— that  7  threes 
make  21 ;  we  carry  in  both  cases  the  two  tens  to  56,  obtained 
in  the  first  case  by  addition,  in  the  second  by  multiplication. 
Let  the  class  do  the  same  for  themselves,  with  two  or  three 
sums,  till  they  have  become  familiar  with  the  fact  that  they 
have  been  working  a  particular  case  of  an  addition  sum  in  a 
shortened  form. 
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8  (c).  Multiplication  by  ten. 

Show  from  examples  that  the  result  is  the  same  as  if  we 
merely  added  a  cypher  to  the  multiplicand. 

8  (d).  Multiplication  by  factors. 

Show  by  simple  examples  that  multiplication  by  any 
number  is  equivalent  to  a  continued  product  by  its  factors ; 
e,g,  that  22  X  8=176  is  equivalent  to(22  x  2,  or 44)  x  4  =  176. 

8  (e).  Multiplication  by  powers  of  lo,  100,  1000. 

According  to  Section  8  (d),  we  may  multiply  by  10  first 
or  add  one  c)rpher ;  and  again  by  10  or  add  a  second 
cypher,  and  so  on,  adding  as  many  cyphers  as  there  are 
powers  of  ten. 

8  (f).  Multiplication  by  other  multiples  of  ten ; 
e.g.  7000. 

Multiplying  by  1000,  we  obtain  the  same  number  with 
three  cyphers  appended;  so  that  to  multiply  by  7000  we 
need  only  multiply  the  original  number  by  7  and  add  three 
cyphers. 

% 

\ 

8  (g).  Multiplying  by  any  number  is  the  same  as 
multiplying  by  parts  of  that  number  and  adding  the  results ; 

eg,     76x7  =  532 

76x4  =  304 
76x3  =  228 


( 


=  532 


8  (h).  Multiplication   by  any   two   figures,    as 

From  8  (g).  we  conclude  that  we  may  multiply  separately 
by  60  and  by  7,  and  add  the  results. 

Before  giving  the  common  form  of  a  multiplication  sum, 
these  processes  should  be  performed  separately,  and  the  con- 
venience of  one  form  to  include  both  processes  afterwa;rds 
shown.     Thus— 


SIMPLE  RULES.  319 

528  528 

7  60 


3696  31680 

3696  +  31680  =  35376  may  be  combined  into  the  ordinary 
form. 

528 

67 

3696  =  528x7 
31680  =  528x60 

35376  =  528x67 

8  (i).  Multiplication  by  any  number. 

The  same  process  may  be  exhibited  as  in  8  (h)  to  show 
the  reason  for  the  form  of  a  multiplication  sum ;  e,g. 
825x573  combines  three  processes,  and  the  addition  of 
their  results,  thus — 


825 

825 

825 

825 

3 

70 

500 

573 

2475 

57750 

412500 

2475  =  825x3 

57750  =  825x70 

412500  =  825  X  500 

472725  =  825x573 

Show  that  the  suppression  of  the  cyphers  is  only  a  matter 
of  form ;  let  them  be  introduced  in  the  first  few  sums,  and 
let  the  children  find  by  experience  that  they  may  be  safely 
omitted  without  prejudicing  the  result. 

[In  selecting  sums,  be  careful  to  employ  such  multipliers 
as  will  be  commonly  required  in  compound  rules — e,g,  20 
for  reducing  pounds  to  shillings,  28  for  reduction  of  quarters 
to  pounds,  60  and  24  for  time  measure,  16,  12,  etc.,  for 
ounces^  inches,  etc.] 
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9  (a).  Explanation  of  division. 

We  will  suppose  that  in  teaching  the  multiplication  table 
you  sometimes  reversed  the  process  with  some  quick,  sharp 
drill,  like  the  following :  4  times  9  are  36 ;  how  many  fours 
or  nines  in  36?  Or  12  threepenny  pieces  make  36  pence; 
how  many  threepenny  pieces  in  36  pence  ?  and  that  your 
class  is  well  prepared  with  a  division  table,  or,  at  least,  is  able 
to  use  the  multiplication  table  for  decomposition  of  numbers 
with  their  factors. 

Show  your  class  that  division  is  condensed  subtraction, 
just  as  multiplication  is  condensed  addition,  by  a  few  simple 
instances  both  concrete  and  abstract ;  e.g,  let  them  subtract 
4  nine  times  from  36  to  prove  that  when  we  say  4  goes  nine 
times  into  36  we  mean  that  it  can  be  subtracted  nine  times  so 
as  to  leave  no  remainder;  or  let  the  class  subtract  3  six 
times  from  18,  with  cubes  or  bricks,  that  they  may  see  for 
themselves  there  is  no  remainder. 

9  (b).  Division  by  one  figure  without  re- 
mainder. 

First  give  examples  in  which  each  figure  is  divisible,  e.g, 
8408  -f-  4,  to  familiarise  the  class  with  the  idea  that  each 
figure  may  be  treated  separately  in  division  as  in   sub- 
traction. 

9  (c).  Division  of  other  numbers  still  without 
remainder. 

Analyse  a  multiplication  sum  to  show  the  reverse  pro- 
cess. The  difficulty  of  division  consists  in  this,  that  you  see 
only  the  condensed  result  of  a  full  process  of  multiplication, 
and,  like  all  condensed  processes,  some  of  the  steps  by 
which  we  reached  the  result  have  been  lost,  and  have  to  be 
restored  before  we  can  show  the  exact  reverse, 

743x7  =  4900] 
280  > 

2£J 

5201 
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All  three  products  are  here  united  into  one  result,  but 
the  steps  have  been  lost  and  must  be  restored  by  trial. 

We  have  to  separate  5201  into  three  parts — 4900,  280, 
21 — which  are  not  apparent  on  the  surface. 

Illustrate  this  difficulty  by  division  of  a  small  sum  of 
money,  say  eight  shillings  and  two  pence,  among  seven 
boys;  lead  the  children  to  see  that  you  can  give  each 
boy  only  one  shilling,  and  that  the  remaining  shilling  would 
have  to  be  placed  with  the  pence  and  changed  into  pence,  so 
that  each  person  would  receive,  besides  a  shilling,  two  pence. 

This  beginning  with  the  shillings  before  the  pence  will 
have  prepared  the  class  to  start  at  the  left  hand  of  the  divi- 
dend to  find  out  the  highest  figure  in  the  quotient,  and  to 
change  the  remainder  into  the  next  highest  denomination  for 
the  next  figure,  and  so  on. 

Place  the  same  sum  jn  multiplication  and  division  side 
by  side. 

743  (7)4900=700 


21 

280 

4900 

5201 


1  7)5201  =  - 


7)280  =   40 

7)21=     3 
743 


This  may  be  made  more  clear  to  the  children  by  showing 
them  that  it  is  the  reverse  of  8  (g)  in  multiplication.  If  you 
can  multiply  a  number  by  the  parts  of  its  multiplier,  and 
the  addition  of  these  results  is  equivalent  to  multiplying  the 
two  numbers  together  directly,  the  reverse  is  true  of  division, 
viz.  that  the  separate  parts  of  a  number  may  be  divided  by 
the  divisor,  so  that  their  quotients  added  together  are  equal 
to  the  quotient  of  the  whole  number  divided  directly. 

Work  several  examples  at  full  length  to  show  the 
shortened  conventional  form  of  the  ordinary  rule  for  divi- 
sion, thus— 
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7)52^(7 

4900 

00 
40 

If^AAAA    9  AAA 

30* 

280 

3 

18954   3®® 
i6eeo   ^^ 

21 

9 
295* 

21 

2400 

55* 
48e 

72 
72 

drawing  the  pencil  through  all  figures  that  are  unnecessarily 
repeated. 

We  advise  you  to  teach  both  long  and  short  division  in 
this  way,  and  to  allow  your  class  to  work  out  several  sums 
at  full  length.  The  class  can  afterwards  be  led  to  see  the 
reason  for  the  difference  of  form  of  long  and  short  division ; 
that  unnecessary  cyphers  are  suppressed  in  both  rules,  but 
that  in  short  division  the  scholar  is  trusted  to  carry  each 
remainder  in  his  head  without  putting  it  down  on  his  slate. 

9  (d).  Division  by  .one  figure,  with  remainders. 

Give  examples  like  the  following, 

7  X  28  =  196,  7x27  =  189, 

and  show  the  class  that  for  numbers  intermediate  between 
189  and  196,  7  cannot  be  subtracted  an  exact  number  of 
times,  and  that  the  remainder  must  always  be  less  than  the 
divisor. 

9  (e).  Division  by  20,  600,  7000,  etc.,  without  re- 
mainders. 

This  can  be  shown  by  a  process  the  reverse  of  multipli- 
lli^ltim.  In  that  case  we  added  C3rphers  before  multiplying ; 
^^^^'•bn  ire  subtract  cyphers  before  division. 
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9(f).  Division  by  20,  660|  700O9  etc.i  with  re- 
mainders. 

Give  examples  of  multiplication  by  20,  600,  6000,  etc., 
thus— 

756  43 

20  6000 

. .  , .        • 

15120                                   258000 
1^7  1259 

15137  259259 

With  these  examples  before  them,  the  class  can  work  the 
reverse  process  of  division  according  to  the  ordinary  rule. 

2,o)i5i3/7_  6,000)259,^59 

756—17  43—1259 

observing  the  value  of  the  remainders  after  division  in  each 
case  ;  the  remainder  in  the  first  example  being  one  ten,  in 
the  second  one  thousand. 


9  (g).  Division  by  factors. 

The  last  process  was  really  a  particular  case  of  division 
by  factors,  in  an  abbreviated  form.  In  the  first  of  the  two 
examples  given  we  divided  first  by  10  and  then  by  2,  and  in 
the  second  by  1000  first  and  then  by  6. 

We  do  not  recommend  division  by  factors  to  be  taught 
to  a  class  learning  division.  We  have  said  before  that  we 
consider  one  form  of  rule  sufficient  for  learners ;  and  that  it  is 
better  for  them  to  learn  a  second  method,  applicable  to  a 
limited  number  of  cases,  when  they  return  to  back  rules. 

Division  by  factors  is  more  readily  understood  after  a 
class  has  learned  fractions,  and  can  distinguish  the  values  of 
remainders  of  different  denominations;  but  we  introduce 
the  method  here,  leaving  it  to  the  judgment  of  the  individual 
teacher  to  decide  whether  he  will  m^^  \\.  ox  tio\.. 
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Work  a  sum  like  the  following: — 35132-^35.  Multi- 
plication {see  Section  8  d)  teaches  how  we  may  multiply  by 
fectors;  we  apply  the  reverse  process  to  division. 

7)35132 
5)5018—6 

Lead  the  class  to  observe  the  different  values  of  the  two 
remainders,  that  in  dividing  5018  by  5  we  are  really 
dividing  5018  sevens  by  5,  and  that  the  3  remainder  really 
represents  3  sevens.  Your  class  should  work  two  or  three 
sums  with  figures  proportional  in  size  to  the  different  values 
of  the  rows ;  203  -r-  6  might  be  represented  thus — 

2)203 

33-2 


the  figures  in  the  second  and  third  rows  being  respect- 
ively twice  and  three  times  as  large  as  those  in  the  row 
above,  except  the  remainders,  which  should  be  of  the  same 
size. 

The  size  of  the  figures  will  assist  the  class  to  form  the 
correct  remainder;  not  i  +  i,  but  (2x2)+  i. 

9  (h).  Division  by  any  number. 

Do  not  give,  at  first,  divisors  containing  more  than  two 
figures. 

The  same  process  of  reasoning  will  apply  as  in  short 
division,  and  division  of  any  number  of  figures  may  gradu- 
ally be  introduced. 

The  class  should  be  cautioned  as  to  the  use  of  trial 
divisors. 

10  (a).  Back  rules. 

We  advise  that  the  class  should  be  from  time  to  time 
taught  to  work  problems  involving  not  only  the  rule  they 
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are  learning,  but  one  or  more  also  of  the  back  rules.  A 
number  of  questions  like  the  following,  involving  all  the  four 
simple  rules,  may  be  found  in  any  good  text-book : — 

Nine  chests  of  oranges,  each  containing  257,  and  23 
chests,  each  containing  315,  have  to  be  divided  into  boxes 
each  containing  73 ;  it  is  found  that  127  are  bad :  how  many 
such  boxes  will  be  filled  ?  We  advise  the  teacher  to  set 
such  sums  out  of  his  own  head  and  to  work  them  with  the 
class  ;  he  will  be  better  able  to  appreciate  any  difficulties  in 
the  working. 

10  (b).  Order  of  rules  in  arithmetic. 

You  have  now  taught  your  class  all  the  rules  that  deal 
with  integers,  and  should  have  applied  the  abstract  rules 
mentally  to  all  sorts  of  concrete  quantities,  and  especially 
to  pounds,  shillings,  and  pence ;  you  are  in  a  position  to 
advance  at  once  to  compound  rules,  practice,  rule  of  three 
by  the  method  of  unity,  so  long  as  you  deal  with  whole 
numbers  only. 

You  will  find  in  some  text-books  rules  for  dealing  with 
fractions  inserted  after  the  four  simple  rules,  and,  if  it  is 
wished,  you  can  proceed  at  once  to  Chapter  V.  before  be- 
ginning Chapter  II.  Abstractedly  it  is  more  consistent  to 
deal  with  fractions  before  proceeding  to  questions  of  com- 
mon life,  into  which  fractions  must  of  course  enter.  But 
in  the  case  of  public  elementary  schools  it  is  wiser  to  proceed 
at  once  to  common  problems  of  the  household  and  the 
shop  ;  you  can  practically  give  your  class  sufficient  knowledge 
of  the  ordinary  fractional  quantities  required  for  bills  of 
parcels,  so  as  to  find  the  cost  of  halves  of  pounds  of  butter, 
quarters  of  pounds  of  tea,  as  an  appendix  to  short  division 
of  money. 

It  is  true  also  that,  in  working  sums  in  practice,  you 
will  find  that  the  two  methods  of  working  by  compound 
multiplication  and  by  practice  will  not  always  produce  exr    m 
actly  similar  results  unless  fractions  ax^mtxo^>M:.^^S>s^"i^s^^ 
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have  a  right  to  neglect  such  quantities  if  you  work  accord- 
ing to  a  scheme  such  as  the  Standards  of  the  Code,  in  which 
fractions  are  prescribed  to  be  taught  later  than  all  the  rules 
dealing  with  common  life  problems. 

We  proceed  therefore  to  the  rules  in  the  following  order: 
Compound  Rules,  Weights  and  Measures,  Practice,  Bills  of 
Parcels,  Proportion,  and  we  justify  the  omission  of  all  frac- 
tions, except  perhaps  halves  and  quarters  in  bills  of  parcels. 
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CHAPTER  III. 
COMPOUND    RULES. 

11.  Ascending  reduction  of  money. 

You  will  now  find  the  value  of  having  frequently  used 
12  and  20  as  divisors,  when  teaching  short  division. 
The  pence  table  should  be  thoroughly  learnt. 

12.  Compound  addition  and  subtraction. 

Teach  the  children  how  to  represent  farthings  and  half- 
pence without  alluding  to  them  as  fractions. 

It  is  well  also  to  explain  the  reason  for  the  terms 
;£  s.  d.;  but  do  not  air  your  knowledge  of  Latin  by  giving 
the  Latin  names.  Simply  tell  the  children  that  they  represent 
the  first  letter  of  the  Latin  words  for  poimds,  shillings,  and 
pence,  but  keep  the  words  Libra,  Solidus,  Denarius  to  your- 
self 

The  simplest  way  of  teaching  compound  addition  and 

subtraction  is  to  compare  them  with  the  processes  of  the 

simple  rules ;  begin  with  sums  in  pence  and  farthings  only, 

thus — 

d.     f. 


3 
4 

5 
6 

7 
9 


t 


t. 

u. 

3 

I 

4 

2 

5 
6 

3 

0 

7 

2 

9 

3 

Explain  to  the  class  the  sitmlailt^  ol  ^'^  ^\oc^'5s»^^\  "^SiaiJ^ 
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you  change  farthings  into  pence  just  as  you  change  units 
into  tens. 

Follow  the  same  process  with  subtraction — 


s. 

d. 

f. 

8 

5 

i 

5 

8 

J 

i 

2 

8 

i 

h. 

t. 

u. 

8 

5 

I 

5 

8 

3 

2 

6 

8 

You  may  now  introduce  full  sums  in  either,  and  be 
careful  to  dictate  sums  in  which  some  one  of  the  quantities  is 
wanting. 

13  (a).  Compound  multiplication  by  one  figure 

does  not  differ  in  principle  from  simple  multiplication,  and 
is  best  taught  by  comparing  the  two  processes  as  shown  in 
Section  8  (b). 

13  (b).  Compound  multiplication  by  two  figures. 

Three  rules  are  commonly  employed  for  this  process, 
which  are  best  shown  by  working  the  same  sum  in  the  three 
different  ways  ;  e.g.  jQ^  4^.  7  J//,  x  57  may  be  worked  as 
follows — 

(a)  Multiplying  the  whole  amount  by  (10  x  5)4-7. 

(b)  Multiplying  the  whole  amount  by  other  factors 
(7x8)+ 1. 

(c)  Multiplying  each  item  of  the  whole  by  5  7  and  adding 
the  products. 

£     J.   «^. 


(i) 


3    4    7i 
10 

32     6     3    =10  times  the  given  quantity. 

5 


161  II     3    s=  50  times  the  given  quantity. 
2212     4^  =     7  times  the  given  quantity. 


V 


184     3     72  =  57  times  the  given  quantity. 
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(2)  3     4     7i 


£  J.    it 
7- 
T_ 

22  12     4^  =    7  times  the  given  quantity. 
8 


180  19    o    =56  times  the  given  quantity. 
347^=  the  given  quantity. 

1S4    3     72  =  57  times  the  given  quantity. 

£     J.    d, 

(3)  57  halfpennies  =024^ 

57  X  7  pence      =  399  pence      ^     i  13    3 

57  X  4  shillings  =  228  shillings  =  11     80 

57  X  3  pounds  =171     o    o 

184    3     7i 

Each  method  has  its  merits. 

(i)  Is  uniform  for  all  methods,  but  is  somewhat  long. 

(2)  Is  often  shorter  than  (i),  but  from  the  variety  of 
factors  required  is  more  liable  to  lead  to  mistakes. 

(3)  Is  a  safe  method  and  easily  learned,  but  is  very  long 
and  wanting  in  neatness.  We  have  said  before  that  we 
recommend  only  one  formal  rule  for  the  same  class  of  ques- 
tions ;  and  for  that  reason  we  recommend  (i),  though  (2) 
may  also  be  used  without  confusing  young  children  when  the 
multiplier  is  exactly  divisible  into  factors  such  as  56,  but  not 
in  the  case  of  numbers  such  as  57,  which  are  not  exactly 
divisible  into  factors. 

13  (c).  Multiplication  by  three  figures. 

We  do  not  recommend  teasing  children  with  multipliers 
above  1000 ;  long  sums  involving  no  practical  questions 
and  no  gain  in  intelligent  thought  should  be  avoided. 

14.  Descending  Reduction  should  now  be  taugKt^ 
and  questions  proposed  that  Tecjoiie  \iO>Jcv  ^^c&\x^\s\'i>  "^sx^ 
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descending  reduction,  taking  care  that  the  scholar  (i)  plans 
beforehand  the  several  stei>s,  and  (2)  marks  plainly  each  step 
as  it  is  worked.  Examples  should  also  be  given  of  shortened 
processes. 

Ex,  To  reduce  450  guineas  to  threepenny  pieces,  the 
sum  should  be  worked  in  two  ways  to  show  that  saving  of 
labour  may  be  effected  by  a  little  forethought. 

450  guineas.  450  guineas. 

21  21 

450  450 

900  900 

9450  shillings.  9450  shillings. 

12  4 


3)113400  pence.  37800  threepenny  pieces. 

37800  threepenny  pieces. 

The  class  should  be  trained  in  aliquot  parts  by  rapid 
questioning,  e,g,  to  say  what  part  is  threepence  of  half-a- 
crown,  six  shillings  and  eight  pence  of  a  pound,  etc. 

15.  Compound  Division  may  best  be  taught  by  com- 
parison with  simple  division.  The  class  should  be  taught  to 
state  carefully  the  value  of  each  remainder,  before  convert- 
ing it  by  descending  reduction  into  the  next  lower  denomina- 
tion. 

16.  Weights  and  Measures. 

The  four  rules  for  these  require  no  new  principles.  In- 
deed, so  far  as  principles  of  reasoning  are  needed,  there  is 
no  reason  why  after  teaching  simple  addition  and  subtraction 
the  same  principles  should  not  have  been  immediately  ap- 
plied not  only  to  money,  but  to  weights  and  measures  too. 
A  sufficient  practical  objection  would  be  that  for  accuracy 
of  working  each  set  of  tables  sYvo>Ad.\i^^^'^^^x.^Vjva$xoduced. 
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As  to  learning  tables  of  weights  and  measures,  we  strongly 
recommend  that  some  real  weights  and  real  measures  should 
have  a  place  in  every  schoolroom  for  the  practical  work- 
ing of  questions  in  reduction,  or  at  least  that  diagrams 
should  be  hung  up  to  show  the  relative  sizes  of  the  diffe- 
rent measures  and  weights  according  to  scale. 

Only  such  tables  should  be  taught  as  are  likely  to  be 
practically  useful. 

A  certain  difficulty  is  presented  in  long  and  square 
measure  when  the  multiplier  or  divisor  for  reduction  is  5J 
or  3o|^.  A  special  lesson  should  be  given  for  working  by 
these  two  numbers,  for  which  no  general  knowledge  of 
fractions  is  required. 

To  interest  the  class  in  the  various  tables  they  should 
each  (when  possible)  be  associated  with  the  commonest 
questions  of  life,  and  simple  questions  should  be  set  in 

(i)  Time  measure,  that  the  children  may  learn  to  be 
punctual  at  school,  with  their  fatherls  dinner,  and  elsewhere, 
and  to  appreciate  the  value  of  small  portions  of  time. 

(2)  Avoirdupois,  for  quick  calculation  of  small  purchases 
at  the  grocer's  or  butcher's. 

(3)  Liquid  measure,  for  milk,  beer,  etc. 

(4)  Long  measure,  for  their  own  height,  cricket,  walking, 
etc. 

(5)  Square  measure,  for  gardening,  field  work,  carpets, 
walls,  maps,  etc. 

(6)  Cubic  measure,  for  tanks,  cisterns,  boxes,  etc. 

Both  in  the  ordinary  multiplication  table  and  also  here,  the 
tables  are  soonest  learned  by  association  with  such  common 
life  matters  as  those  mentioned  above.  The  standard  of  home 
experience  is  the  best  groundwork  for  all  teaching.  E,g,  every 
boy  knows  cricket  distances:  let  him  find  out  that  eighty 
runs  make  a  mile,  or  compare  a  horse  fifteen  hands  high  with 
a  boy  five  feet  tall. 
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CHAPTER  IV. 
PRACTICE    AND    PROPORTION. 

17.  Practice. 

This  should  be  explained  to  children  as  only  a  shortened 
way  of  working  sums  in  compound  multiplication. 

We  suppose  that  they  have  already  in  reduction  been 
trained  to  find  quickly  aliquot  parts  of  a  pound,  or  shilling, 
or  ton,  or  lb.,  etc,  and  that  they  have  learned  the  ordinary 
notation  for  fractions  whose  numerator  is  unity,  e.g,  that  one- 
sixth  is  represented  by  ^. 

The  same  sum  should  be  worked  both  ways,  side  by 
side,  to  illustrate  the  advantage  of  a  shorter  form. 

E,g,  176  articles  at  3^".  4//.     By  multiplication — 

£>     J.     d, 

3     4 
10 


I   13     4 
10 


16  13     4         100  times. 

II  13     4  70  times. 

100  6  times. 


29     6     8         176  times. 

Suggest  to  the  class  that  if  the  price  were  ;^i,  the  cost 
of  176  articles  would  be  ;^i76  ;  but  as  the  cost  is  only 
3x.  4//.,  which  is  (^)  of  a  pound,  the  price  would  be  found 
at  once  by  division,  thus — 

SS.  4//.  =  ^  ^^£^9  ^y  short  division  6)176 

1^^   ^    ^ 
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Work  a  number  of  simple  examples  progressively,  requiring 
each  time  an  additional  line  in  the  working,  and  work  the 
same  sums  one  or  two  different  ways. 

But  the  class  should  be  taught  (i)  to  explain  each  step 
carefully  by  a  side  note,  as  shown  below ;  and  (2)  to  draw  a 
line  connecting  the  aliquot  part  with  the  quantity  proposed 
to  be  divided  by  that  part,  as  in  the  following  sum  : — 

1824  articles  at  ;£^  14s.  6a. 

los.sz^  of  ^i     ;^i 824  would  be  the  cost  if  each  article 

3  [cost  £1. 

5472  „  ,1         )«         ,»        £3- 

2s. = ^  of  T  OS. 9 1 2  additional  cost,  if  each  cost  i  os.  more. 

2^.:=^  of  \0S. ^^.--^"''^ \Z2       Zs.  „  ,,  2S.       „ 

182       %S.  „  „         2S.      „ 

(id.^\oi2s.^^^       45  12^.  „  „       dd.    „ 

;^6794    8j.  at  the  actual  price  ;^3  14^.  6//. 

With  a  full  explanation  of  the  steps,  and  with  lines  drawn 
as  above,  a  class  can  scarcely  go  wrong. 

We  give  a  similarly  worked  example  of  compound 
practice. 

13  tons,  17  cwt,  2  qrs.  at  ;^56  per  ton. 

10  cwt.=^  of  a  ton — ;^s6  would  be  the  cost  if  we  bought 

13  [one  ton. 

168" 
56 


728  „        „        „  13  tons. 

5  cwt.= J  of  10  cwt. 28  the  additional  cost,  if  we  bought 

/  [10  cwt.  more. 

2  cwt.=^  of  10  cwt./      14    *       „  »      5  cwt.     „ 

2  qrs.  =j[-  of    2  cwt 5  12^.     „  „       2  cwt     „ 

__i_8j.     „  „       I  qr.       „ 

jQtTT    o  full  cost  of  13  tons,  17  cwt. 
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When  parts  of  a  farthing  occur,  you  are  quite  justified 
in  neglecting  them,  if  your  scheme  of  study  places  practice 
before  fractions. 

When  your  class  is  more  advanced  they  may  be  trusted 
to  practise  subtraction  in  cases  like  the  following  : — 

189  articles  at  ;£"  1 7  igs. 

ij.=^of;^i — ;^i89  would  be  the  cost,  if  each  article 

18  [cost  j£i. 

1512 
189. 


3402  „  „  ;£l8. 

9    9^.   reduction  of  cost,  if  the  price 

[were  diminished  is. 


;^3392  iix.   the  cost  at  the  actual  price 

18  (a).  Rule  of  Three,  or  Proportion. 

If  by  rule  of  three  sums  (disregarding  the  term  pro- 
portion) we  understand  only  that,  three  quantities  being 
given  us  in  the  question,  we  are  required  to  find  a  fourth 
quantity  by  any  method  that  we  please,  the  sum  may  as  well 
be  worked  by  what  is  called  tAe  method  of  unity  as  by  any 
other;  e,g,  if  19  men  in  51  days  do  some  work,  in  how 
many  days  will  1 7  men  do  it  ?  The  answer  is  easily  found 
by  this  method — 

19  men  do  the  work  in  51  days 

one  man  does      .        .  19x51  days =969. 

17  men  do  the  work   .  969-m7=:57. 

A  similar  method  may  be  followed  when  a  greater  num- 
ber of  quantities  are  involveji.  You  will  find  such  sums  set 
out  fully  in  most  of  the  text-books  on  arithmetic. 

But  it  should  be  noted  that  this  method  is  quickest  only 
when  the  question  is  easily  reducible  to  compound  rules. 

li  this  method  is  pursued,  numerous  examples  should 
be  given  to  show 
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(A)  That  it  is  indifferent  whether  we  perform  each  division 
and  multiplication  as  it  arises  or  allow  them  to  accumulate 
to  the  end  of  the  steps  of  reasoning,  and  that  it  is  indiffe- 
rent in  what  order  the  factors  or  divisors  are  taken ; 

e,g,  [{i8x4)~9}x5]-7-6 
is  equivalent  to  (i8x4X5)-7-(9x6) ; 

(B)  That  we  may  cancel  quantities  that  occur  both  among 
the  multipliers  and  divisors ;  e.g,  it  should  be  proved  that 
multiplying  by  1 2  and  dividing  by  6  is  equivalent  to  mul- 
tiplying by  2  ;  or,  that  multiplying  by  18  and  dividing  by 
12  is  equivalent  to  multiplying  by  3  and  dividing  by  2.  Of 
course,  if  fractions  had  been  previously  learned,  this  would 
be  at  once  evident,  but  we  are  supposed  not  to  know  frac- 
tions as  yet 

18  (b).  Rule  of  Three  by  the  method  of  pro- 
portion. 

By  the  method  of  unity,  rule  of  three  sums  are  worked 
from  point  to  point  by  complete  steps  of  reasoning,  and 
form  a  very  good  exercise  for  careful  and  accurate  habits. 
A  good  examiner  would  accept  any  method  of  arriving  at  a 
true  result,  giving,  of  course,  less  credit  for  a  more  clumsy 
method,  tf  no  particular  method  were  required. 

If,  then,  you  are  asked  to  work  by  the  method  of  pro- 
portion^  it  is  evident  that  working  by  the  four  simple  and 
compound  rules  will  not  solve  the  question  in  the  form  re- 
quired. 

There  is  also  this  great  advantage  in  proportion  sums, 
that  a  question  involving  any  number  of  quantities  can  be 
worked  in  far  smaller  space  than  the  same  sum  worked 
by  the  method  of  unity. 

18  (c).  Proportion  is  defined  to  be  the  equality  of  ratios. 
A  ratio  therefore  is  the  first  idea  to  be  thoroughly  mastered. 
A  ratio  is  placing  two  things  side  b^  ^v^"^  ^^^  ^^st- 
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poses  of  comparison ;  but  it  should  be  shown  that  you 
cannot  compare  two  things  unless  they  are  of  the  same  kind. 
Children  are  very  apt  to  think  that  they  can  compare  5 
shillings  with  59  pence,  or  3  yards  with  8  feet ;  if  they  have 
been  used  to  quick  mental  calculation,  the  intermediate 
steps  of  reducing  a  small  number  of  shillings  to  pence,  or 
of  yards  to  feet,  is  not  noticed.  Be  careful  therefore  to  give 
them  quantities  that  necessitate  an  appreciable  time  for 
reduction  ;  e,g,  if  asked  to  compare  1 7  shillings  with  203 
pence,  or  37  feet  with  447  inches,  they  find  that  they 
cannot  make  the  comparison — Le.  establish  the  ratia — until 
they  have  reduced  the  shillings  and  yards  to  pence  and 
inches.  The  ratios  may  then  be  stated  in  the  usual  forms, 
viz. — 

204  :  203  and  444  :  447. 

18  (d).  Let  the  class  now  compare  any  equal  ratios, 
e,g,  the  ratios  of  3:6,  6  :  12,  9  :  18,  and  see  that  the 
first  number  in  each  ratio  is  one-half  of  the  second  number ; 
let  them  form  other  equal  ratios  for  these,  and  teach  them 
the  ordinary  notation  for  this  equality ; 

viz. :  3  :  6  ::  6  ;  12 ::  9  :  18,  &c. 

18  (e).  Take  any  two  of  these  equal  ratios  3:61:9118, 
we  find  that  3  x  18=6  x  9  ;  also  that 

3=6x9-*- 18,    6=3x18-^-9,   9=3x18-5-6,   18=6x9-^3, 

so  that  if  we  know  three  of  the  terms  of  a  proportion  we  can 
always  find  the  fourth  term  ;  hence  we  deduce  the  common 
rule  for  proportion,  that  the  fourth  term  is  equal  to  the 
product  of  the  second  and  third  terms  divided  by  the  first 
term. 

18  (f).  Cancelling  factors  that  appear  both  in  the 
multipliers  and  divisors  may  now  be  taught  as  shown  in 
iS  (a),  ahd  the  form  used  in  fractions  may  be  adopted ; 
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e.g.  18= — 2.     [Observe  that  no  knowledge  of  fractions  is 

3 
needed  for  this.] 

18  (g).  Work  questions  of  the  following  kind  mentally 
with  the  class: — If  7  men  earn  30  shillings,  how  many  shil- 
lings will  14  earn?  If  a  room  12  feet  long  require  24  yards  of 
carpet,  how  many  yards  will  a  room  18  feet  long  require? 

You  will  thus  establish  the  principle  that  when  a  certain 
effect  or  result  is  connected  with  a  certain  condition  or 
cause,  if  either  is  changed,  the  other  must  be  changed  in 
the  same  proportion  ;  ue.  the  ratios  of  the  two  conditions  or 
causes  must  be  equal  to  the  ratios  of  the  two  effects  or  results. 

Let  the  class  state  the  ratios,  introducing  (00)  the  usual 
symbol  for  the  yet  unknown  effect,  in  the  sums  given  above — 

7  :  14:  .'30  .*^« 
12  :  18::  24  ;  ^. 

Be  careful  that  the  children  form  these  ratios  with  things 
of  the  same  denomination.  Do  not  allow  your  ratios  in  the 
above  sums  to  be  stated  thus — 

7:  30::  14:^; 

a  correct  answer  would  be  obtained  from  this  latter  state- 
ment in  the  teeth  of  right  principles. 
By  18  (e)  we  can  now  obtain 

^=I4X30-^7; 
or,  in  another  form  of  notation, 

^^14x30 
7 

18  (h).  Inverse  Proportion. 

This  is  one  of  the  most  difficult  rules  in  arithmetic,  and 
no  doubt  for  this  reason  the  method  of  unity  is  preferred  by 
many  teachers ;  but  the  only  real  difficulty  consists  in  giving 
a  clear  explanation  of  the  reason  why  the  laXvo^  ^x^Sxc^^sNr.^^ 

z 
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Take  a  single  example. 

If  20  men  do  a  certain  work  in  i6  days,  how  long  will 
40  men  take  to  doit? 

The  answer  will  evidently  be  8  days.  Common  sense 
teaches  you  that  the  number  of  days  must  be  less,  and  natu- 
ral justice  teaches  you  to  diminish  your  number  of  days  in  the 
same  proportion  as  you  increase  your  number  of  men  ;  there 
must  therefore  be  equality  of  ratios,  but  these  ratios  must 
be  inverted.    Your  proportion  will  therefore  stand  thus — 

40  :  20II  16  :  :«:. 

[If  the  class  has  learned  fractions  you  will  be  able  to 
give  the  true  reason  for  the  name  inverse  proportion  by 
showing  them  that  the  sum  may  be  stated  directly — 

20:40::^:^.] 

Commend  then  to  the  common  sense  of  your  class  a 
sufficient  number  of  questions  to  distinguish  clearly  direct 
from  inverse  proportion,  that  they  may  obtain  a  correct 
order  of  the  first  ratio,  the  second  ratio  being  always  stated 
in  one  uniform  order. 

But  it  will  be  of  use,  after  the  sum  has  been  stated,  to  test 
your  statement  before  working  by  some  simple  consider- 
ation from  common  sense.  In  any  proportion  the  product 
of  the  extremes  equals  the  product  of  the  means.  Does  the 
common  sense  of  the  question  require  that  the  means 
should  be  mtdtiplied  together  ? 

^*  I^  £>V^  produce  a  certain  profit  in  7  years,  how 
long  will  ^70  take  to  produce  the  same  profit?  Should 
we  be  right  in  stating  the  sum 

^70 :  ^50::  7  years  :x? 

Cleufy  we  should  be  ri^;  the  question  requires  that 
£S^  enqdoyed  fiur  7  years  on^t  to  produce  the  same  profit 
\£^  fcr  die  unknowii  term  \  L€,tat  means  oug^t  to  be 
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Again.  A  piece  of  stuff  measured  by  a  yard  wand  an 
inch  short  is  computed  to  be  360  yards  long ;  what  is  its 
true  length  ?    Should  we  be  right  in  stating  the  sum 

36  :  35- 360  :  AT? 

Clearly  we  should  be  right ;  the  question  requires  that 
the  apparent  number  of  yards  multiplied  by  the  number  of 
inches  in  the  false  measure  should  be  the  same  as  the 
number  of  yards  multiplied  by  the  number  of  inches  in  the 
true  measure. 

18  (i).  Before  working  your  sum,  take  care  that  the  first 
term  of  the  second  ratio  is  always  of  the  same  denomination 
as  the  unknown  quantity,  arrange  your  first  ratio  directly  or 
inversely  according  as  you  think  the  effect  produced  is  to  be 
increased  or  diminished,  and  apply  the  test  of  multiplication 
of  the  means  as  an  appeal  to  common  sense. 

The  following  precautions  may  be  followed  with  advan- 
tage in  all  proportion  sums  : — 

(i)  Are  the  terms  of  the  first  ratio  of  the  same  denomina- 
tion ?  If  for  the  purposes  of  working  /  have  reduced  t/ieni^ 
did  I  finally,  before  proceeding  to  multiplication  or  division, 
take  care  to  leave  them  in  the  same  denomination  ?  or  was 
one  reduced  to  pence  and  the  other  to  shillings  ? 

(2)  Is  the  answer  of  the  same  denomination  as  the  third 
term  of  the  proportion  was  when  I  began  the  multiplying 
and  dividing? 

We  have  known  names  given  to  answers  without  reference 
to  the  third  term;  e.g,  the  third  term  has  been  expressed  in 
acres  and  the  answer  has  been  called  yards  or  roods,  and 
not  unfrequently  a  very  careless  person  has  called  them 
horses.  - 

(3)  Make  a  rough  mental  calculation  as  to  the  answer  to 
be  expected,  and  see  whether  your  answer  is  absurdly  large 
or  absurdly  small     If  either,  try  back  and  s^^  ^qVvKt^  "^^ 
mistake  in  the  working  lies. 

z  a 


340       ARITHMETIC  AND  HOW  TO  TEACH  I' 

19.  Compound  Proportion. 

The  method  of  unity  has  this  advantage  that  di 
if  allowed  sufficient  time,  can  apply  it  with  greater 
than  they  can  apply  the  method  of  ratios;  but  the 
ofsteps  it  demands  inacompound  proportion  sumnei 
clumsy  working  and  useless  repetition.  For  intellig 
the  method  of  ratios  is  less  tedious  and  quite  as  sal 

Thus  the  question — If  36  men  in  9  days  of  10  h 
build  a  wall  32  feet  long,  6  feet  high,  3  feet 'thick 
many  days  of  iz  hours  each  would  48  men  build  ; 
feet  long,  8  feet  high,  4  feet  thick — can  be  statet 
method  of  ratios  in  the  following  short  form  : — 


t  9:* 


48 

36 

3' 

64 

6 

8 

3 

4 

_,oX3( 

X64 

12x48x32x6x3 

The  same  sum  worked  out  in  full  fay  the  ro 
unity  would  have  required  ten  steps  of  reasoning  t 
actual  working  could  have  been  begun. 

Several  examples  of  compound  proportion 
worked  to  show  that  it  is  indifferent  whether  we  tal 
ratios  collectively,  or  work  one  separately  before  I 
another ;  />.  whether  we  suppose  the  changes  in 
ditions  of  the  question  to  take  place  successively 
once. 

£x.  If  45  men  in  7  days  mow  15  acres,  how  i 
mow  90  acres  in  27  days? 

Supposing  the  number  of  days  the  same  in  bi 
i  the  number  of  men  would  be  found  by  the  follow 
'  inent: — 
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Acres  Acres        Men  Men 

15  :  90  ::  45  :  :x: 

00  X  A^ 
or  .r  =  ^ ^^  =  270  men. 

But  if  the  number  of  days  is  changed,  a  corresponding 
change  must  be  made  in  the  number  of  men,  and  we  find 
this  changed  number  of  men  from  the  statement 

27  :  7  /;  270  :  x' 

x'  =  270  X  7-f-27  =  70  men 

But  270  =  90x45-5-15 

.•.  a-' =  (90x45-7- 15)  X  7-^27 

or  ^90x45x7^  en 

15x27 

i.e,  the  two  ratios  might  have  been  compounded  together 
before  any  working  had  been  performed. 

The  same  principles  would  apply  to  any  larger  number 
of  ratios. 
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CHAPTER  V. 
FRACTIONS. 

20  (a).  Fractions— explanation  of  the  term. 

Do  not  give  either  the  definition  or  the  form  of  fractions 
until  you  have  given  sufficient  illustrations  to  familiarise 
your  class  with  their  names  and  values,  by  dividing  sticks, 
apples,  etc,  into  quarters,  eighths,  etc ;  lines  or  rectangles 
into  thirds,  sixths,  ninths,  etc ;  circles  into  equal  sectors  by 
radii.  Draw  from  the  class  the  form  used  to  express  fractions 
by  instances  they  already  know  in  money,  ^,  ^,  |. 

Beginners  should  see  clearly  that  the  greater  the  denomi- 
nator, the  smaller  is  the  fraction  ;  e^.  that  ^  is  less  than  ^. 

Introduce  also  improper  fractions ;  illustrate  by  dia- 
grams, e.g,  of  a  line  a  b  diWded  into  8  equal  parts  and  ex- 
tended to  a  length  b  c,  equal  to  three  such  parts;  show  that 
the  line  a  c  contains  1 1  parts,  each  of  which  is  ^  of  the  ori- 
ginal line,  and  may  therefore  be  represented  by  y. 

From  similar  instances  deduce  the  case  of  mixed 
fractions;  prove  practically  from  the  above  illustration  that 
y  =  if ,  and  deduce  the  rule  for  converting  mixed  into 
improper  fractions  or  vice  versa, 

20  (b).  Comparison  of  value  of  Fractions. 

(i)  The  value  of  a  fraction  is  not   altered,  if  both 

numerator  and  denominator  are  multiplied  or  divided  by  the 

^he  quantity ;  show,  by  division  of  a  line,  that  f  =  ^ ; 

Igh  three  times  as  many  parts  are  taken,  each  of  tiie  parts 

|ree  times  smaller. 

^i[2)  (a)  Familiarise  the  class  with  the  term  'common 
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measure  *  by  inspection  of  examples  in  which  a  common 
measure  can  easily  be  detected,  and  illustrate  by  sticks  or 
lines  that  can  be  exactly  measured  by  a  smaller  stick  or  line. 

(b)  Make  them  see  that  there  may  be  a  great  many  such 
common  measures,  and  that  one  of  these  must  be  the  greatest 
common  measure. 

(c)  Practise  especially  the  method  of  finding  the  G.  C  M. 
by  inspection ;  nearly  all  numbers  that  occur  commonly 
can  be  seen  through  by  practice,  if  the  class  is  familiar  with 
the  decomposition  into  factors  of  numbers  up  to  loo. 

(d)  Practise  the  common  method  of  finding  the  G.  C.  M. 
Take  such  examples  as   273,   247.      Show  that  their 

G.  C.  M.  13  divides  both  exactly,  giving  quotients  21,  19, 
and  that  those  two  have  no  other  common  factor.  We  do 
not  advise  you  to  practise  a  more  general  proof  than  this. 
Let  the  class  try  other  examples  for  the  same  purpose.  We 
advise  the  same  experimental  method  in  finding  the  L.  C.  M. ; 
a  few  instances  will  satisfy  the  intelligence  of  the  class  as 
to  the  truth  of  the  process. 

(3)  Show  that  fractions  cannot  be  compared  unless  they 
have  the  same  denominator ;  Le,  unless  .the  fractional  value 
is  the  same  in  both.  Give  instances  in  which  the  L..  C.  M. 
can  be  determined  by  inspection. 

20  (c).  Addition  or  Subtraction. 

Let  the  children  feel  the  difficulty  for  themselves,  that 
f -h^  cannot  be  added  as  they  stand,  because  we  cannot 
compare  their  values ;-  that  the  value  is  not  affected  if  we 
multiply  the  numerator  and  denominator  of  each  fraction 
by  such  numbers  as  will  make  the  denominator  of  each 
equal  to  their  L.  C.  M. 

< 

20  (d).  Multiplication  of  Fractions. 

ist  step.  Prove  by  diagrams  and  mental  work  that  \  of 
1 1   . 

2nd  step,    i  of  f  must  be  five  X\me^  sea  ^taX.  '='  ^\ 
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3rd  Step,  f  of  f  must  be  again  three  times  as  great  =s^|; 

•  jai  of  5 1 A 

Hence  the  rule  for  multiplication  of  fractions. 

20  (e).  Division  of  Fractions. 
K§^.  to  divide  J  by  §. 

f  H-  3  we  can  show  practically  to  be  ^^, 

But  we  have  used  a  divisor  eight  times  greater  than  we 
are  required  to  do;  this  answer  must  therefore  be  multiplied 
by  8  to  obtain  a  correct  result. 

J  -2-  f  =  fl  =  2,  which  is  the  same  thing  as  J  x  f .  Hence 
the  rule. 

It  sometimes  surprises  learners  to  find  the  quotient  in 
division  of  fractions  greater  than  either  divisor  or  dividend. 
With  integers  it  must  be  in  any  case  smaller  than  the  divi- 
dend, whereas  the  quotient  of  a  fraction  divided  by  a  frac- 
tion may  be  many  times  larger  than  either. 

But  if  we  remember  that  division  is  only  a  shortened 
form  of  subtraction,  we  see  that  the  quotient  does  not  mean 
primarily  that  it  is  a  factor  of  the  dividend,  but  denotes 
how  many  times  the  divisor  may  be  subtracted  from  the 
dividend,  to  leave  no  remainder,  or  a  remainder  smaller 
than  itself.  In  the  case  of  fractions  it  follows  that  the 
smaller  the  divisor  the  greater  the  number  of  times  it  must 
be  subtracted  from  the  dividend  before  it  is  completely 
subtracted;  e,g.  ^^-^  =  4;  i.e.  ^^^  has  to  be  subtracted 
four  times  from  ^  to  leave  no  remainder.  Again  ^-5-  i  =  ^; 
t.e,  ^  cannot  be  subtracted  from  ^ ;  ^  will  only  stretch  ^  of 
the  way  towards  ^. 


20  (f).  We  are  now  in  a  position  to  deal  with  any  ab- 
stract fraction  however  complex ;  i.e.  with  fractions  involving 
$31  the  previous  rules.     Do  not  attempt  to  do  several  steps 
once ;  but  {iea/  with  each  pari  separately  by  the  rules  al- 
\y  considered.    We  subjoin  axv  e^^m^k. 


j^allt 
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To  simplify  (3^  of  4J)  ^  {(2^  -  i)  of  (3^  -i).} 
Reduce  each  mixed  fraction  separately. 

(i)  3i  =  V^  4i  =  y,  2i  =  ^,  3i  =  ^. 

(2)  3i  of  4i  =  V  of  V"  =  W. 

(3)  2i-J  =  f  ~^=  V  -1=  V. 

(4)  3i  -  i  =  i  -  i  =  ^T*  -  i  =  ^?^ 


(3)of(4)=  V^of  V  =  W. 
/.  the  complex  fraction  =  ^^  ^  ^ . 


3A9.  v      24     .^ 


—     T3"      -^    TffV 


^   2. 


It  will  be  seen  that  each  step  of  this  process  falls  under 
a  rule  already  learned.  Learners  should  work  each  step 
as  above  to  acquire  confidence  in  the  accuracy  of  their  work; 
they  will  soon  be  able  to  abbreviate  it,  and  to  find  out  for 
themselves  shortened  methods  more  natural  to  their  own 
way  of  thinking  than  can  be  dictated  by  any  book  or 
teacher.  Indeed  it  may  be  generally  said  that  abbreviated 
methods  given  in  books  on  arithmetic  are  often  worse 
than  useless,  superseding  natural  ability  and  acquired  quick- 
ness in  mental  calculation. 

E,g,  the  laborious  process  of  reducing  large  fractions  to 
their  lowest  form  by  means  of  the  G.  C.  M.  should  in  most 
cases  be  superseded  by  practice  in  recognising  by  inspection 
the  component  factors  of  large  numbers. 

20  (g).  Reduction  of  one  quantity  to  the  frac- 
tion of  another. 

This  is  the  term  commonly  used  by  teachers  and  exa- 
miners; but  it  is  really  a  case  of  comparison  of  two  quantities 
in  respect  of  size,  and  means  only  the  ratio  which  one  bears 
to  the  other.  Most  ratios,  as  5  :  8,  may  be  expressed  in  the 
ordinary  notation  as  a  fraction  or  |,  but  such  ratios  as 
14:7  are  really  equivalent  to  whole  numbers. 

It  is  only  forcing  language  to  say  that  2  is  the  fraction  by 
which  the  ratio  of  14  :  7  can  be  txpx^%s^^\  ^xASx.^^ 
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obviate  confusion  in  the  minds  of  learners  who  are  invariably 
tempted  to  put  the  smaller  of  the  two  numbers  in  the 
numerator,  if  in  each  lesson  examples  of  both  the  kinds 
above  named  are  set 

20  (h).  These  rules  may  now  be  applied  to  all  con- 
crete quantities.  We  consider  that  in  the  four  simple  rules 
the  abstract  processes  should  precede  their  application  to 
concrete  quantities,  and  that  the  same  course  should  be 
followed  with  fractions ;  the  abstract  process  once  mastered, 
only  technical  knowledge  is  required  for  their  application 
by  formal  rules  to  concrete  quantities. 

But  it  should  be  remembered  that  all  our  reasoning  to 
establish  abstract  rules  begins  with  mental  questions  dealing 
with  concrete  quantities,  and  that  formal  rules  are  merely 
shortened  forms  for  dealing  generally  with  similar  but  more 
difficult  problems. 

20  (i)  We  would  advise  you  to  illustrate  all  your  rules 
by  diagrams  representing  lines  or  rectangles  on  the  board. 
To  show  that  this  is  possible  we  subjoin  a  diagram  that  in- 
cludes all  the  rules  in  their  simplest  forms. 


A 

1 

F 

C 

] 

\ 

I 

1 

)               B 

1 

To  find  the  value  of  ({ {\  +  \)^{\oi\) }  x  |  -f-  i|)of  AB. 

Divide  A  B  into  twelve  equal  parts  as  in  the  fi^re, 
placing  F,  C,  E,  D  at  the  fifth,  sixth,  eighth,  and  tenth  of 
such  parts. 

i  +  i  =  f  =  AD. 

iofAE  =  |of|  =  i  =  AC. 

i-J-i^  =  ix|=A  =  AF. 
A  F  therefore  represents  the  ftaclvotv  ot  A.  B  above  gLven. 
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21  (a).  Decimal  Fractions—explanation  of. 

They  should  be  treated  as  a  particular  case  of  vulgar 
fractions,  and  both  forms  of  fractions  should  be  written  down 
by  the  learner  for  some  time,  viz.  753  and  jj^,  till  his 
imagination  instinctively  supplies  the  real  value  of  the 
denominator  which  is  suppressed. 

He  should  also  write  the  fraction  in  the  form  ^  +  ^^ 
-I-      3 

T      1000* 

Learners  are  so  easily  misled  by  their  acquaintance  with 
the  increasing  value  of  additional  figures  on  the  left  hand  of 
integers,  that  the  diminishing  value  of  additional  figures  on 
the  right  hand  of  decimals  is  not  at  first  mastered. 

It  would  be  well  to  express  such  a  quantity  as  7436*347 
in  the  accompanying  form,  743(6) '347,  to  mark  the  corre- 
sponding tenfold  increase  or  diminution  in  value  as  beginning 
not  with  the  decimal  point  but  on  either  side  of  the  units 
figure,  or  to  write  a  number  as  below  : — 

Hundreds.     Tens.     Units.     Tenths.     Hundredths. 

7  4  5  4  7. 

This  would  lead  the  class,  if  required  to  put  down  seven 
hundredths,  to  see  that  this  figure  must  be  put  exactly  the 
same  distance  to  the  right  of  the  units  as  seven  hundreds 
would  be  put  to  the  left ;  otherwise  learners  are  apt  to  be 
misled  by  the  position  of  the  decimal  point. 

21  (b).  (i)  Interchange  of  vulgar  and  decimal  fractions. 
Let  the  class  distinguish  the  vulgar  fractions  which  can  be 
changed  into  terminating  decimals,  and  those  which  cannot. 

Any  fraction  as  ^  or  -$^  or  ^  can  be  changed  into  a 
terminating  decimal  because  the  denominator  consists  only 
of  factors  of  2  and  5. 

1_  =  7    X  625  ^  4375  =  .4..- 

16  16   X   625         lOOOO  ^^'^' 

8         8x4        32 
—  = =  -^  =  '32,  etc. 

25       25  X  4       100 


5 

- 

2 

5  == 

25 

14 

7" 

0   7 

X  10 

9 

^^M 

9 

X 

125 

_  1125 

24 

3 

X 

1000 

3000 

k 
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/>.  it  is  possible  in  these  cases  to  find  multipliers  both  for 
the  numerator  and  denominator  which  shall  convert  the 
denominator  into  some  power  of  ten ;  or,  in  other  words, 
convert  the  vulgar  fraction  into  a  decimal  fraction  as 
above. 

(2)  But  if  the  denominator  of  the  vulgar  fraction  contain 
other  factors  than  powers  of  two  or  five,  there  is  no  equiva- 
lent terminating  decimal,  because  no  multiplier  can  be 
found  which  will  convert  the  denominator  into  a  multiple 
of  ten. 

Thus 


and 


In  neither  of  these  cases  can  multipliers  be  found  which  will 
change  the  denominators  into  powers  of  ten. 

Examples  of  both  pure  and  mixed  circulating  decimals 
should  be  given,  and  it  should  also  be  explained  why  the 
number  of  recurring  figures  in  the  decimal  cannot  exceed 
the  denominator  of  the  corresponding  vulgar  fraction. 

(3)  To  prove  the  rule  for  changing  a  pure  circulating 
decimal  into  its  corresponding  vulgar  fraction,  take  such  in- 
stances as  the  following,  -68,  -5. 

C   the    circulating  decimal  =  -080808,  etc. ; 
100  C  =  8 -0808,  etc.  ; 

Subtracting  99  C  =  8. 

Again,  let  C  =  -555,  etc. 
10  C  =  5*555,  etc. 

9C  =  5 

^  —  d* 

Hence  deduce  the  rule. 
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« 

(4)  Mixed  circulating  decimals  ;  e.g,  '67,  •0362. 

C  =  '6777,  etc. 
100  C  =  (>Tm,  etc. 
10  C  =  6*777,  etc. 
90  C  =  67  —  6. 

C  =   ^7~^- 
90 

or  C  =.  '03020202,  etc. 

loooo  C  =  302*020202,  etc. 
100  C  =      3*020202,  etc. 
9900  C  =  302— 3. 

C  —  302-3. 
9900 

Hence  deduce  the  rule. 

[It  is  generally  wiser,  unless  it  is  an  ordinary  process  of 
addition  or  subtraction,  to  convert  recurring  decimals  into 
vulgar  fractions  before  working  with  them.] 

2x  (c).  Addition   and  subtraction   of    decimals 

present  no  difficulty  when  the  class  has  been  cautioned  that, 
as  in  vulgar  fractions  or  £  s,  </.,  you  cannot  add  numbers  of 
differmi  denominations  \  that  you  have  no  more  right  to  add 
tenths  and  hundredths  together  than  you  have  to  add  tens 
and  hundreds  in  simple  addition  of  integers. 

21  (d).  Multiplication  of  decimals. 

Prove  your  rule  by  examples. 

^•^-  33 X 325 

3-3  X  3-25  =  3A  X  3  AV  =  f  *  X  \%%  =^^^. 

1000 

The  class  may  make  out  the  rule  for  themselves  from 
two  or  three  such  examples  carefully  selected. 

2 1  (e).  Division  of  de^cimals. 

We  believe  that  the  least  con^Msm^  xNsXfc  lort  Ok^^^cs^  >s» 
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based  upon  the  preliminary  condition  that  no  division  shall 
be  attempted  until  the  number  of  decimal  places  in  the 
dividend  is  at  least  equal  to  the  number  of  decimal 
places  in  the  divisor;  e,g,  -375  -5-  -25,  375  -^  -25,  37-5  -5-  -25. 
In  the  first  two  examples  no  change  need  be  made ;  in  the 
third,  before  division,  it  is  better  to  substitute  the  form 
37*50  -^  '25,  where  it  is  evident  that  no  change  is  made  in  the 
value  of  the  fraction^  any  more  than  would  be  made  in  an 
integer  by  adding  cyphers  to  the  left  hand. 

The  advantage  of  this  preliminary  change  is,  that  only 
two  rules  will  be  required  for  division  of  decimals. 

(i)  When  the  number  of  decimal  places  is  equal  both  in 

divisor  and  dividend. 
(2)  When  the  number  of  decimal  places  in  the  dividend 

exceeds  that  in  the  divisor. 

^^.  of  (1)375 -^ -25. 


75^  25  — -n^-r-Y^ 

375 

—  TE 

=  15; 


or 


37'5-^'25  =  37-5o-f--25 

3780     •,2  5    3  7  50 

—  TTRT   ~TTyT7 T5~ 

=  150; 

i.e,  the  quotient  in  both  cases  is  an  integer. 
Ex,  of  (2)  •375-^*25- 

•375^-25=-lZ5  ^  25  ^     375     =  ^5. 
1000  '  100 — 25x10      10 

From  a  few  of  such  examples  the  two  rules  may  be  de- 
duced. 

Cases  should  also  be  given  in  which,  after  the  number  of 
decimal  places  in  the  divisor  and  dividend  has  been  made 
eqxxdl  before  division,  additional  cyphers  have  to  be  added 
in  the  course  of  the  division ;  e.g.  315*9  -7-29*25. 

Before  division,  we  make  tlie  nvxxnbti  ol  ^^cvovai  -^0.^% 
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equal  in  both,  and  the  question  becomes  315*90  -f-  29*25  ;  but 
in  the  course  of  division  we  must  add  another  cypher  to 
complete  the  working — 

315*900  -r-  29*25  =  IO-8. 

The  same  rule  therefore  applies  to  all  cases  in  which  the 
number  of  decimal  places  in  the  dividend,  yfhtthtx  existing  at 
first  or  added  in  the  process  of  division^  exceeds  the  number 
of  decimal  places  in  the  divisor;  viz.  mark  off  so  many  deci- 
mal places  in  the  quotient  as  are  represented  by  this  excess. 

[Care  should  be  taken  to  show  that  the  value  of  the 
fraction  is  not  altered  by  the  addition  of  cyphers;  that  3*4 
or  3^  is  the  same  as  3^,  or  3*40  as  3^®^  or  3-400 ;  and 
that  it  is  only  an  apparent^  not  a  real,  change. 

Sums  should  also  be  worked  in  which  cyphers  have  to 
be  inserted  between  the  significant  digits  of  the  quotient 
and  the  decimal  point;  e,g,  '0025  -^  *o5,  when  the  answer 
is  -05.] 

21  (f).  Reduction  of  decimals;  />.  of  one  quan- 
tity to  the  decimal  of  another. 

This  may  be  treated  as  only  an  extension  of  vulgar  frac- 
tions, §  20  (g). 

The  reverse  process  of  reducing  a  decimal  of  a  given 
denomination  to  a  lower  value  should  be  shown  to  be  a 
particular  case  of  multiplication  of  decimals;  e.g.  *43i25  of 
jQi  is  simply,  in  shillings,  '43125  x  20  =  8*625  shillings. 

[Require  your  class  to  carry  division  in  all  sums  to  five 
places  of  decimals  at  least,  where  the  working  is  not  com- 
plete before  that  stage  is  reached.  In  the  case  of  circulating 
decimals  they  must  carry  their  working  still  further  to 
obtain  a  correct  answer  to  five  places  of  decimals;  e.g. 
•6 +'4+ "J-  *  If  we  set  down  only  five  places  of  decimals  we 
should  obtam  the  aiisWer  1*44443  instead  of  1*44444.] 
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CHAPTER  VI. 
SOME    TECHNICAL    RULES. 

22  (a).  It  will  be  found  that  all  questions  in  arithmetic 
can  be  brought  under  the  rules  already  treated  of.  The 
only  difficulty  is  a  clear  understanding  of  the  technical  terms 
employed  in  the  problem.  In  some  cases,  as  in  sums  in 
interest,  a  shorter  form  is  employed ;  but  it  is  only  a  short- 
ened form  of  an  ordinary  proportion  sum,  as  will  be  shown 
hereafter.  In  all  such  cases,  if  you  wish  your  class  to  re^ 
member  the  shortened  form ^  work  out  the  full  form  by  its 
side.  We  only  notice  some  of  the  more  useful  forms  here, 
believing  that  questions  of  stocks,  exchange,  alligation,  etc, 
are  worse  than  useless  for  children;  the  technical  terms 
(the  only  real  difficulty)  could  be  picked  up  in  a  few 
minutes  in  after  life,  if  they  were  required,  and  the  sums 
can  be  worked  out  very  briefly  by  the  method  of  unity. 
Interest,  averages,  and  percentages  should  be  chiefly 
taught. 

22  (b).  Interest. 

Explain  and  illustrate  the  technical  terms  involved — 
*  per  cent.,' '  discount,' '  principal,' '  amount,'  etc 

Required  to  find  the  annual  interest  on  ;^ 450  at  5^  per 
cent,  per  annum. 

If  the  children  have  been  well  drilled  in  proportion,  and 

taught  that  a  ratio  can  only  be  formed  betiveen  quantities  of  the 

same  detiomination^  they  will  naturally  seek  for  two  such  quan- 

tities  ;  if  they  have  thoroughly  learned  the  meaning  of  the 

technical  term /n«a^a/,tYveym\\Teco^\%e  two  principals  in 
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;^4So  and  in  ;^ioo,  and  they  will  be  able  to  form  the  pro- 
portion— 

Principal.         Principal.         Interest.         Interest. 

^loo     :    £450   ::    £5i     •      ^ 

Special  attention  should  be  paid  to  the  formation  of  the 
ratios  where  questions  of  discount,  amount,  present  worth, 
etc.,  are  concerned.  Such  sums  are  as  often  worked  wrongas 
right  by  beginners  because  they  cannot  recognise  quantities  of 
the  same  denomination  simply  through  ignorance  of  the 
meaning  of  the  technical  terms. 

Work  the  sum  above  given  by  the  method  of  proportion 
first. 

^^  450  X  si 


100 

The  reason  for  the  abbreviated  form  commonly  employed 
becomes  obvious. 

£ 
450 

5 

2250 
225 


24,75 
20 

15,00 


Answer  ;^24  15^. 

We  have  in  fact  worked  the  sum  by  the  ordinary  rule  of 
interest  without  statit^  the  proportion  firsts  and  without  writ- 
ing down  the  divisor  100. 

To  find  the  present  worth  of  ;^474  15^.  due  at  the  end 
of  the  year  at  5^  per  cent 

Let  the  class  see  that  ^^^474  15^.  represents  'amount ; ' 
require  them  to  find  out  the  other  amount  to  form  the  tafcva. 
So   also,  if  discount  is  given,  ttvaVe  Ocv^  c^ass  ^\»x^  tV\* 

A  A 
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(^her  discount  to  form  the  ratia  It  may  be  convenient  at 
first  to  make  them  write  '  for  each  £^  loo '  instead  of  *  per 
cent' 


23- 

Illustrate  the  amvemenu  of  having  a  common  standard  by 

such  questions  as  the  following :  One  man  gains  9^  on 

41.  2d.^  another  41/.  on  2x.  \cL ;  how  can  we  compare  their 

profits?    The  first  gains  gd.  on  every  50^  or  iSd,  in  every 

100^.,  the  second  4d,  on  25^.  or  i6^^  in  every  100^.     Their 

profits  are  therefore  in  the  ratio  18  :  16. 

Give  examples  to  show  that  the  same  percentage  may 
exist  for  questions  involving  very  small  or  very  large  quanti* 
ties,  as  in  the  following  cases  :— 

(i)  I  buy  goods  for  j£S  and  sell  them  for;;^i2;  find  the 
gain  per  cent 

(2)  The  number  of  inhabitants  of  one  town  is  800,  of 
another  1200 ;  find  the  percentage  of  the  second  above  the 
first 

One  person  inherits  ^8000,  another  ;;^i2ooo;  how  much 
greater  per  cent  is  the  share  of  the  second  than  of  the 
first? 

The  answer  should  be  shown  in  all  cases  to  be  the  same, 
viz.  50  per  cent ;  otherwise  learners  are  apt  to.  think  that 
percentages  must  necessarily  be  larger  with  larger  numbers. 

Let  the  class  see  that  all  the  above  sums  are  only  cases 
of  simple  proportion,  and  that  the  second  term  is  always  re- 
presented by  an  imaginary  standard,  100 ;  in  the  first  and 
third  examples  given  above  ;;^  100,  in  the  second  100  persons. 

In(i)if8  ;;£ioo  ::;£i2  :£iso; 
the  first    ratio   representing  the  two    bujdng   prices,  the 
second  ratio  representing  the  two  selling  prices. 

In  (2)  800  :  100  ::  1200  :  150 ; 
the  first  ratio  representing  two    smaller  populations,   the 
second  ratio  representing  two  increased  populations. 

•f^  (3)  ;^8ooo  :  ;£ioo  ::  ;£i2oo  :  ;^i5o; 


SOME  TECHNICAL  RULES.  355 

the  first  ratio  representing  two  smaller  inheritances,  the 
second  ratio  representing  two  larger  inheritances. 

It  will  be  useful  to  practise  the  class  mentally  in  easy- 
decimal  percentages,  especially  of  ;^i ;  e,g,  is.  =  '05, 
2s,  0//.  =  -125,  5^.  =  "25,  etc. 

In  questions  involving  proportional  parts  the  only 
difficulty  consists  in  finding  the  denominator  of  the  fraction 
that  has  to  be  formed ;  e,g,  if  A  puts  ;^25b  into  a  business 
and  B  ;^4oo,  what  share  of  the  profits  ought  each  to  have  ? 
The  denominator  must  be  found  by  adding  250+400=650, 
and  of  such  fractional  part  of  the  profits  A  receives  250, 
B  400  ;  or  A  receives  f|^,  B  i%%. 

Let  the  class  work  a  number  of  such  questions ;  their 
chief  difficulty  in  most  cases  will  be  the  magnitude  of  the 
denominator  of  the  fraction ;  />.  the  size  of  the  pieces  into 
which  the  whole  has  to  be  divided  d^fore  being  distributed. 

24.  We  subjoin  a  number  of  common  ridiculous  mis- 
takes, most  of  which  may  be  obviated  by  proper  illustrations, 
dia^ams,  etc. 

The  size  of  a  room  in  square  feet  or  the  area  of  a  country 
in  square  miles  is  often  absurdly  stated  many  times  too  large, 
from  some  confusion  between  linear  feet,  linear  yards,  eta,  and 
square  feet,  square  yards,  etc.  In  all  questions  of  area,  especi- 
ally in  learning  the  table  of  square  and  cubic  measure,  the 
worker  should  always  have  a  diagram  present  to  his  imagi- 
nation; eg,  the  number  of  yards  of  carpet,- required  for  a 
room  is  often  absurdly  given  for  want  of  a  diagram  showing 
the  area  covered  by  each  yard  of  carpet. 

The  number  of  pieces  of  paper  required  to  paper  a 
room  is  sometimes  given  as  if  the  whole  room  was  to  be 
solidly  filled  with  paper. 

More  mistakes  occur  probably  in  areas  and  solid  con- 
tents from  want  of  picturing  to  the  imagination  than  in  any 
other  dass  of  questions. 

In  Practice  absurd  answers  are  produced — (\\  b^  ^^s^- 

A  A2 


3S6        ARITHMETIC  AND   HOW  TO  TEACH  IT. 

fused  addition  through  want  of  proper  explanation  at  the  side; 
(2)  by  not  reading  questions  carefully,  e.g,  reading;^ 2 5  per 
cwt.  as  if  it  were  £^2<^  per  ton ;  (3)  by  dividing  a  wrong  line 
by  the  aliquot  part. 

In  proportion  sums,  quantities  of  different  denomina- 
tions are  put  into  the  same  ratio ;  e,g,  if  fifteen  cows  consume 
75  bushels,  how  many  bushels  will  105  cows  consume  ?  The 
question  should  be  stated 

15 '.  105  ::  75  .••^• 

But  it  often  is  stated 

15 '-  75  ::  105  .••^; 

the  right  numerical  answer  is  obtained,  but  the  careless 
worker  will  probably  give  the  answer  525  cows  instead  of 
bushels. 

The  same  error  creeps  into  interest,  discount,  etc,  from 
the  same  cause,  viz.  not  composing  the  ratios  of  quantities 
of  the  same  denomination. 

Cancelling  is  often  productive  of  serious  error,  a  factor 
being  left  in  or  struck  out  from  the  numerator  or  denomi- 
nator without  equivalent. 

We  advise  all  teachers  to  compel  the  reading  over  of  the 
question  proposed  after  the  answer  has  been  obtained  ;  their 
scholars  would  in  most  cases  detect  absurd  answers  fqr 
themselves. 


SECTION  VIII. 

HOW  TO  TEACH  GEOGRAPHY, 


-•o»- 


CHAPTER   I. 
THE    EARTH. 

FIRST    PRINCIPLES. 

1.  In  teaching  anything,  the  first  point  must  plainly  be,  to 
have  a  clear  notion  of  what  you  are  going  to  teach.  You 
are  to  teach  geography  to  young  children  :  how  shall  you 
begin  ?  What  are  the  first  ideas  which  you  will  try  to  put 
into  their  minds  ? 

2.  You  will  naturally  take  the  Code  as  your  guide.  There 
you  find  set  down  for  the  Second  Standard  :  Definitions^ 
Points  of  Compass^  Form  and  Motions  of  the  Earthy  the  Meaning 
of  a  Map,  A  very  simple  method  will  be  to  take  these  in 
their  order  as  they  stand,  and  begin  at  once  with  'definitions.* 
A  pupil-teacher*s  first  lesson  is  apt  to  run  in  this  way  : — 
*  Now,  children,  I  am  going  to  give  you  a  lesson  in  geography. 
The  earth  is  covered  with  land  and  water :  I  shall  tell  you 
first  about  the  divisions  of  land.  A  very  large  piece  of  land 
is  called  a  continent — spell  the  word  continent,  etc.,  etc.* 
Or,  if  more  ambitious,  he  starts  with  the  *form  and 
motions,'  and  astonishes  his  young  scholars  with  an  array  of 
strange  words,  covering  the  black-board  with  axisy  equaiory 
annualy  diurnal^  etc.,  etc.,  as  if  in  a  single  lesson  he  could 
teach  them.  th&  whole  theocy  of  the  earth  as  a  planet  1 

3.  If  you  wish  really  to  teach,  you'wSi  nciX.  icJ^a^  €>J^«^  ^^ 
these  methods.    You  will  see  that  thfc  asc^^  \e^\i5&.  oS.  <!cirxb. 
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must  be  to  store  the  children's  memories  with  hard  words, 
and  leave  them  to  grope  out  for  themselves  the  real  meaning 
of  what  they  have  learnt.  Always  bear  in  mind  this  simple 
rule: — Nothing  is  learnt  that  is  not  understood:  therefore^ 
consider  what  is  easiest^  and  try  to  advance  from  that  to  what 
is  harder.  As  you  go  on,  I  think  another  rule  will  force 
itself  upon  you — very  plain  but  often  forgotten — Do  not  try 
to  teach  what  you  do  not  clearly  knozv;  and  if  you  have  to 
teach  it,  set  about  learning  it  thoroughly,  and  learn  it  with  all 
your  might 

4.  Well,  then,  how  shall  we  begin  ?  Our  object  is  not  to 
teach  words,  but  things.  Words  are  here  not  knowledge, 
but  the  channels  through  which  knowledge  is  to  flow.  We 
have  to  give  the  children  some  knowledge  of  the  earth  in 
which  they  live.  To  do  this  properly,  we  need  to  interest 
their  eyes  as  well  as  their  ears — that  is,  we  need  somethuig 
which  they  can  see,  as  well  as  the  words  which  they  can 
hear.  These  helps  to  the  eye  are  such  as  globes,  maps, 
plans,  diagrams.  Our  very  first  object  should  therefore  be, 
to  make  quite  clear  to  the  class  what  maps,  plans,  etc., 
really  are.  Many  good  teachers  would  begin  with  the 
globe,  and  speak  first  of  the  shape  of  the  earth  as  a  whole, 
before  coming  to  its  separate  parts.  But  I  think  you  will 
find  it  better  to  begin  nearer  home ;  because  the  first  point 
which  you  have  to  explain  is  one,  as  you  will  see  imme- 
diately, rather  hard  for  young  children  to  understand,  and 
which  they  will  understand  best  when  applied  to  objects 
which  they  can  see  for  themselves. 

A   PLAN. 

5.  Let  us  begin,  then,  with  a//a«  of  their  own  schoolroom. 
Are  you  quite  sure  that  you  know  exactly  what  is  meant  by 

J>lan  ?    Put  aside  the  book  for  a  minute  or  two,  and  write 

down  your  own  notion  of  what  it  is,  and  how  you  should 

proceed  to  make  your  tViougVvX  c\eax\.o  Ok\^\^xv.  '^qv  com- 
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pare  your  notions  with  mine.  Kplan^  you  will  remember, 
is  not  a  picture.  It  is  not  a  likeness  of  the  schoolroom  ;  it 
does  not  aim  at  showing  anything  but  its  shape — not  even 
its  height,  for  that  would  need  a  separate  plan,  but  simply 
the  shape  of  the  floor,  with  the  openings  for  fireplace, 
door,  etc.,  and  marks  to  show  the  position  of  windows,  cup" 
Hoards,  desks,  stove,  and  so  on.  Now  you  know  that  the 
shape  of  anything  is  just  the  same  whatever  be  the  length 
of  its  sides,  if  they  keep  the  same  proportion  to  each  other. 
A  box-lid,  or  the  top  of  a  table,,  or  a  pane  of  glass,  or  a 
black-board,  may  be  of  exactly  the  same  shape  as  a  room. 
So,  in  drawing  a  plan,  you  have  first  to  fix  on  the  size  you 
mean  to  make  it,  and  then  to  take  care  that  each  part  of  it 
is  in  proper  proportion  to  the  others.  To  do  this  exactly, 
you  must  have  a  scale ;  that  is,  you  must  settle  how  much 
smaller  each  part  of  your  figure  is  to  be  than  the  part  of  the 
schoolroom  for  which  it  stands.  In  some  maps,  the  scale  is 
said  to  be  *  an  inch  to  a  mile  ; '  that  is,  for  every  mile  on 
the  surface  of  the  country  the  map-maker  measures  one 
inch  on  his  paper.  Your  scale  must  be  much  larger.  Sup- 
pose your  schoolroom  to  be  36  feet  long  and  24  feet  wide, 
and  your  black-board  4' feet  by  3  feet.  You  might  take 
a  scale  of  an  inch  to  the  foot,  or  -j^g^th  of  the  real  size, 
and  have  good  room  for  your  plan.  You  would  then  draw 
on  the  black-board  a  line  3  feet  long,  and  others  2  feet 
long,  at  right  angles  to  it  at  each  end :  complete  the  rect- 
angle, and  you  have  the  ground-plan  of  the  room,  wanting  only 
to  have  fireplace,  doors,  etc.,  marked  in  their  proper  places. 
6.  Proportion  and  scale. — Here,  however,  two  ques- 
tions arise  :  *  How  shall  I  explain  to  the  class  the  words 
proportion  and  scale  ?  •  And  which  is  best — ^to  draw  the  plan 
beforehand  as  neatly  and  carefully  as  possible,  or  to  do  it 
before  the  class,  explaining  and  questioning  upon  each  stage 
as  I  go  on  ?  Taking  the  second  question  first : — there  can 
be  no  doubt  at  all  which  is  the  more  likely  way  to  interest 
the  children,  and  so  to  make  the  lessors.  \fc\\.»    \  \ai«A.  Vs^ 
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granted  that  every  pupil-teacher  has  sufficient  skill  in  chalk- 
drawing  to  draw  a  simple  figure  neatly  and  correcdy.  With- 
out so  much  as  this,  you  can  never  be  a  successful  teacher 
of  geography.  But,  remember,  everything  at  this  stage 
depends  on  perfect  accuracy  :  each  line  must  be  drawn  by 
measurement.  At  a  later  stage,  comparatively  rough  outline- 
maps  may  be  allowable.  But,  in  this  lesson,  your  very 
object  is  to  teach  exactness  of  proportion,  and  exactness 
implies  neatness. 

7.  And  so  we  get  our  answer  to  the  other  question: — How 
shall  I  explain  the  terms  ?  Do  not  try  to  explain  them  by 
definition.  Teach  the  thing  first,  and  leave  the  technical 
terms  to  follow;  show,  practically,  how  you  reduce  the 
dimensions  of  the  room  to  a  smaller  scale ;  get  it  by  ex- 
amples into  their  minds  that  for  every  foot  in  the  room  there 
is  to  be  an  inch  on  the  plan  ;  vary  your  language,  be  clear 
in  giving  your  reasons  for  each  line  you  draw ;  and  it  will 
not  be  long  before  the  more  forward  in  the  class  can  take 
the  chalk,  and  (more  roughly)  reproduce  your  plan.  You 
must,  of  course,  persevere  till  you  have  got  the  lesson  into 
the  heads  of  the  duller  ones  also.  But,  while  you  are  busy 
with  them,  you  might  set  the  brighter  lot  to  try  their  hand 
on  their  slates  to  reduce  your  black-board  plan  to  a  still 
smaller  scale  :  let  them  measure  for  themselves,  make  their 
own  mistakes ;  and  in  due  time  you  will  finish  by  examining 
their  attempts,  and  drawing  out  from  themselves  or  their  com- 
panions the  reason  of  each  failure.  All  this  will  need  more 
than  one  lesson,  and  much  more  than  a  single  trial.  But 
the  time  will  not  be  lost.  Though  we  seem  to  be  losing  sight 
of  geography,  we  are  on  the  way  to  it.  It  is  just  as  in  teach- 
ing arithmetic :  a  great  deal  of  time  is  (or  ought  to  be)  spent 
in  making  children  understand  the  principles  of  notation,  as 
applied  to  small  numbers  :  if  once  well  learnt  for  units,  tens, 
and  hundreds,  there  is  no  real  difficulty  with  thousands  and 
millions.  So,  make  them  really  know  all  about  a  plan ;  and 
it  will  be  easy  to  teach  them  the  nature  of  a  map  or  globe. 
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A  MAP. 

8.  When  you  advance  to  the  map  you  will  be  careful  to 
explain  that  a  map  is  really  a  plan,  not  a  picture ;  the  chief 
differences  being  that  the  portion  of  ground  represented  is  too 
large  to  be  all  seen  at  once,  and  too  irregular  to  be  measured 
as  you  measured  the  schoolroom  or  the  playground.  The 
measurements  have  been  done  for  us  by  men  trained  to  that 
work,  and  we  copy  the  maps  which  they  have  made.  But 
the  map  itself  is  just  a  large  plan :  only,  as  we  have  to  get  so 
much  into  small  space,  the  scale  is  much  smaller  than  in  our 
school  plan. 

9.  All  this  you  would  go  lightly  over.  There  is  a  good  deal 
in  it  which  you  could  not  make  clear  to  children  :  there  are 
some  things  which  probably  are  not  quite  clear  to  your  own 
mind.  Your  next  step  will  take  you  to  ground  on  which  you 
would  be,  or  ought  to  be,  at  home — the  map  of  your  own 
neighbourhood,  and  the  map  of  your  own  county. 

10.  '  Oh  !  but,'  perhaps  you  will  say,  *this  is  a  great  deal 
more  difficult — at  least  the  first  part  of  it — than  the  map  of 
the  World,  or  of  Europe,  or  England  !  For,  first  of  all,  how 
am  I  to  draw  the  map  of  my  own  neighbourhood  ?  Am  I 
to  go  out  with  the  proper  instruments  and  survey  it  for 
myself?'  No.  I  do  not  advise  you  to  trust  to  your  own 
surveying.  *But  how  then  am  I  to  get  the  exact  size,  shape, 
etc.,  of  so  small  an  extent  of  country  ?  It  is  such  a  little  bit 
of  any  common  map,  and  none  of  the  little  ins  and  outs,  the 
cross-roads,  hamlets,  villages,  or  brooks  are  marked.'  No ; 
but  there  are  county  maps  in  which  they  are  marked.  I  sup- 
pose, for  the  present,  that  you  live  in  the  country.  Try  if 
you  cannot  get  one  of  them.  When  you  have  got  it,  you 
must  first  see  what  is  its  scale.  Copy  it  for  yourself  on  any 
scale  you  find  convenient,  only  make  it  exact  in  its  propor- 
tions. Then,  from  your  own  knowledge,  mark  points  and  places 
which  you  know  to  be  in  your  own  paristi,  axA  ^^^ov  *^ss^fc 
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draw  a  rough  outline  of  what  you  suppose  to  be  its  shape ; 
correct  it  by  inquiring  from  those  who  know  the  parish 
boundaries,  and  take  a  walk  or  two  to  the  outskirts,  to  check 
it.     Or,  if  the  parish  is  too  large  for  this,  be  content  to  take 
a  section  of  it,  to  a  certain  distance  from  the  school ;  fill  in 
local  objects,  such  as  the  school,  the  church,  any  cross-roads, 
hamlets,  or  brooks  that  are  missed  in  the  general  map,  but 
which  would  be  known  to  the  children.     When  you  have  got 
this  well  into  your  mind,  you  will  be  prepared  to  reproduce 
it  on  the  black-board  for  your  class.     If  you  can  trust  your- 
self to  draw  it  accurately,  it  will  be  best  to  do  it  before  the 
class,  letting  them  help  towards  it  as  far  as  they  can,  by  sug- 
gesting familiar  names,  but  of  course  taking  care  that  each 
is  put  in  its  proper  place,  and  that  all  is  in  proper  proportion. 
1 1.  You  will  now  have  no  difficulty  in  teaching  the  outlines 
of  other  maps,  such  as  your  own  county,  England  and  Wales, 
Scotland,  Ireland,  etc.     You  will  bear  in  mind  that,  at  this 
stage,  you  have  to  do  with  outline  only — to  show  where  places 
etc.  are,  not  what  they  are.     The  real  character  of  the  earth's 
surface,  the  nature  and  names  of  its  different  parts,  will  come 
afterwards ;  and  these  form  the  most  important  part  of  geo- 
graphy.    At  present  you  are  teaching  the  children  ^hdfa 
map  is ;  and  before  you   can  go   on  to  mountains,  rivers, 
lakes,  capes,  bays,  etc.,  you  must  give  them  some  notion  of 
what  the  earth  is  as  a  whole — ^its  shape,  size,  and  motions. 
For  this  you  should  have  a  globe  of  fair  size ;  if  there  is  none 
in  your  school,  try  to  borrow  one  ;  even  if  very  small,  it  would 
be  much  better  than  none.     If  you  cannot  get  one,  do  what 
you  can  with  a  large  orange  or  a  ball  or  both ;  in  some  way 
or  other  you  must  manage  to  make  the  roundness  of  the 
earth  plain  to  children's  eyes,  if  you  are  to  make  it  dear  to 
their  minds. 

INTELLIGENT   TEACHING. 

12.  Here,  perhaps,  is  the  best  place  to  mention  (though  I 
1^    have  a/ready  alluded  to  it)  vjWx.  \^  i^^llv  the  greatest  danger 
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in  teadiii^gieography,  and  the  point  on  whieh  pupil-teadi,ets' 
lessons  are  most  apt  to  fail.  They  are  apt  to  crowd  diem 
with  technical  terras,  and  to  think  that  they  have  done 
enough  in  the  way  of  explanation,  when  they  have  made  the 
children  learn  by  heart  a  *  definition '  of  each.  Always  re- 
member that  a  definition  is  often  as  hard  as  the  thing  it  is 
used  to-^  explain,  sometimes  harder.  Definitions  are  conve- 
nient, because  they  contain  in  few  words  the  pith  or  substance 
of  what  it  takes  a  good  many  words  to  explain ;  and  so  they 
help  the  scholar  to  remember  and  the  teacher  to  recapitulate 
and  examine.  But  their  place  is  at  the  end,  not  at  the  be- 
ginning, of  the  lesson  or  section  of  a  lesson.  If  you  have 
not  made  a  point  clear  before  the  definition  is  learnt,  it  is 
very  seldom  indeed  that  the  definition  will  do  it.  Even  if 
the  words  are  in  themselves  quite  plain  and  easy,  children 
wi//  learn  the  words  by  heart  and  never  think  of  the  mesin- 
ing.  So  make  it  your  business  to  teach  things  first,  and  then 
use  formal  words  to  fix  your  lesson  on  the  memory.  Get 
your  plank  exactly  into  its  place  before  you  nail  it,  and  f/tm 
hammer  ^away  at  ^e  nail  as  hard  as  you  please  !  If  you 
drive  the  nail -without' careful  fixing  beforehand,  the  harder 
you  hit"  thelarther  wmng  yott  go.  v  ^  .    : 

13.  Inspection.*— One  word  more  before  we  go  back 
to  our  proper  subject  '  The  inspector  !  What  will  become 
of  us,  if  he  comes  and  asks  for  definitions,  and  the  class  can- 
not give  them,  because  they  have  been  used  to  firee  explana- 
tions ?^  Ahl  there  is-  the  Toek,  I  believe,  on^  which  much 
good  teaching  is  shipwrecked.  -  Mind!  I  do  not  say  the  in- 
spector is  the  rock;  but  the  fiar  of  the  inspector^  The 
inspectof^  visit  and  examination  are  of  the  greatest  use,  and 
he  is  almost  sure  to  appreciate  intelligent  and  careful  teach- 
ing. But,  to  have  always  before  your  mind  the  thought  how 
each  day's  work  is  to  tell  upon  the  examination,  is  fatal  to 
intelligence — drives  you  into  mere  *  cram/  that  is,  storing 
the  memory  with  half-understood  words.  In  all  probability 
it  will  also  spoil  the  examination,  \i  ^^«c%  \^  xsvo'sx.  \^^i>i^^^'^ 
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inspector  is  well  enough  up  to  his  work  to  insist  on  finding 
out  what  the  children  really  know.  In  this,  as  in  every  other 
part  of  duty,  *  Honesty  is  the  best  policy.'  Teach  honestly, 
thinking  not  of  your  own  credit,  or  the  grant  to  the  school, 
but  of  tiie  good  of  the  children  under  your  charge ;  and  I 
think  you  will  find  that,  even  for  these  lower  objects,  it  will 
*  pay '  best.  Yes,  and  perhaps  will  pay  best  even  as  to  verbal 
knowledge  :  definitions  learnt  after  intelligent  explanation — 
the  nail  well  driven  into  the  well-placed  plank — ^will  stick 
longer  and  faster  than  those  which  have  been  committed  to 
memory  as  a  mere  jingle  of  unmeaning  sounds. 

THE   GLOBE. 

14.  Shape  of  the  earth. — Now  we  may  go  back  to 
our  *  mathematical  geography' — the  shape,  size,  and  motions 
of  the  earth.  You  have  your  globe  beside  you.  But  you 
will  not  refer  to  it  all  at  once.  You  have  also  a  map  or 
maps,  one  of  the  world,  or  perhaps  of  a  single  hemisphere, 
not  to  confuse  the  children's  minds  at  first  with  the  puzzle 
of  the  double  circle.  You  have  to  bring  them  to  see  that 
all  the  maps  you  have  been  drawing,  and  all  those  hanging 
on  the  walls,  are  in  one  respect  wrong,  because  they  are  flat, 
while  the  surface  of  the  earth  is  really  curved.  Before  be- 
ginning this  lesson,  I  advise  you  to  read  over  the  sections 
on  this  subject  in  Professor  Geikie's  *  Primer  on  Physical 
Geography '  (pp.  8-12),  where  you  will  find  in  small  compass 
all  you  want  to  teach,  and  also  a  very  perfect  example  of 
brevity,  clearness,  and  simplicity  in  teaching.  For  young 
children,  I  think  the  easiest  method  will  be,  to  lead  them  to 
see  that,  in  all  yoiu-  maps,  on  the  black-board,  in  the  room, 
and  on  any  flat  surface,  if  you  go  from  end  to  end  in  a 
straight  line  you  come  at  last  to  an  edge,  where  you  can  go 
no  farther;  and,  however  large  the  surface  might  be,  that 
would  only  give  you  a  longer  line  to  travel  on ;  you  mt/st 
cane  to  a  standstill  soonei  01  \ax^i.  "^^ftss^^^Ss  Tsas&^ted^ 


GLOBE.  365 

it  is  easy  to  tell  them  that  ships  have  sailed  on  and  on  in  a 
straight  line  in  the  same  direction,  and  have  not  come  to  a 
standstill  or  tumbled  over  the  edge,  but  by  going  on  long 
enough  have  come  back  to  the  place  from  which  they  set 
out.  How  could  this  be  ?  A  very  little  questioning,  if  fairly 
skilful,  should  draw  from  the  children  the  explanation  that 
the  world  is  round,  that  is,  not  circular  but  spherical.  Then 
you  turn  to  the  globe — assuming  in  the  meantime  that  the 
shape  is  strictly  spherical — and  work  out  in  detail  so  much  as 
they  can  understand  (but  avoiding  the  hard  words  !)  of  the 
rotundity  of  the  earth. 

15.  There  are,  as  I  suppose  you  know,  other  'proofs'  of 
this  truth.  Some  of  them  you  will  find  in  Geikie,  §§  18-23. 
You  must  judge  for  yourself  whether  it  will  be  wise  to  try 
to  make  them  clear  to  your  class.  This  will  depend  partly 
on  their  intelligence,  partly  on  the  situation  of  their  homes, 
whether  town  or  country,  hill  or  plain,  sea-coast  or  inland ; 
and  partly  on  your  own  power  of  what  is  called  *  graphic' 
illustration,  that  is,  of  making  things  told  in  words  come  out 
sharply  as  if  in  a  picture.  *  Word-painting '  is  a  great  gift 
for  a  teacher  to  possess  :  if  you  have  the  gift,  make  the 
most  of  it  No  ])ower  tells  so  much  with  young  children. 
But,  if  you  have  not  got  it,  or  are  shy  of  tr)dng  it,  you  had 
better  leave  these  other  *  proofs '  alone  ;  you  can  do  without 
them ;  the  one  that  I  have  given  you  is  quite  enough.  If 
you  do  use  them,  do  not  call  them  proofs  \  picture  out  the 
little  scenes  (Geikie,  §§19,  20),  and  let  the  children  work 
out  the  truth  for  themselves.  Your  part  will  be  to  guide 
them,  not  to  forestall  them.  Only  tdce  care  that  you  do 
not,  by  undue  use  of  that  powerful  but  dangerous  instrument 
*  simultaneous  answering,'  leave  three-fourths  of  your  class 
asleep,  while  the  other  fourth  do  the  work  ! 

16.  They  are  now  introduced  to  the  globe.  If  they  have 
followed  you  so  far,  some  at  least  among  them  may  be 
inclined  to  ask — and  a  skilful  teacher  will  encourage  intelli- 
gent questioning — why  we  use  flat  raap^  ^X.  2J\^  \l  "^^^  ^^^^  '^^ 
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incorrect  The  answer,  of  course,  is  tiiat  we  cannot  mak^ 
a  round  globe  large  enough  (see  Grove's  *  Primer,'  §  lo). 
This  brings  you  back  to  the  notion  of  scale,  and  you  must 
now  put  to  the  test  the  success  of  your  former  lessons  by 
seeing  whether  they  are  able  to  follow  you  in  your  explana* 
tions  of  the  size  of  the  earth,  and  the  comparatively  small 
scale  of  the  largest  globe.  You  will  find  the  scale  by 
measurement,  and  comparing  the  length  of  the  equator  on 
the  globe  with  that  of  the  real  terrestrial  equator.  All  else 
must  be  in  the  same  proportion.  Without  spending  too 
much  time  on  this  point,  you  can  easily  make  the  children 
understand  why  we  must  have  flat  maps  for  countries,  coun- 
ties, etc.;  and  while  you  are  doing  this  it  will  be  well  to  fix 
a  few  figures  in  their  minds,  such  as  the  length  of  the 
equator  (24,897  miles,  or  in  round  numbers  about  25,000), 
the  length  of  the  diameter,  and  so  on.  One  at  least  of 
these  will  be  needed  to  make  the  scale  intelligible,  and 
when  once  they  have  been  taught  it,  they  may  as  well 
remember  it. 

17.  But  the  earth  is,  after  all,  not  quite  round.  This  you 
can  show  them  by  the  familiar  illustration  of  the  orange. 
But  do  not  make  too  much  of  it.  Though  it  is  a  very 
important  fact  in  itself,  it  is  not  important  for  these  early 
stages  of  elementary  teaching,  in  which  you  have  much 
more  to  do  with  facts  than  with  causes.  Have  the  facts  and 
figures  well  in  your  own  mind.  You  will  find  them  briefly 
and  clearly  put  in  Grove's  'Primer,'  §§  59-62;  but  do  not 
burden  the  children's  memories  with  more  than  the  sin^)le 
truth  that  the  earth  is  a  little  flattened  at  two  points,  like  an 
orange. 

POINTS   OF  THE   COMPASS. 

18.  You  will  observe  that  I  avoid  the  terms  'top*  and 
*  bottom.'  There  is  no  great  harm  in  using  them,  but  it  is 
Z>e^er  not :  it  makes  children  think,  as  they  are  only  too 

Tea,dy  to  think,  that  the  noifti  is  leaiiY  higher  than  the  south. 
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because  they  always  see  it  put  higher  on  the  map.     It  is 
better  first  to  make  them  imderstand  what  'north'  and 
'  south  *  really  mean,  and  then  to  explain  why  we  in  Eng- 
land always  put  the  north  to  the  top  of  our  maps  and 
globes,  simply  because  we  are  nearer  to  the  north  end  of 
the  earth.     There  are  at  least  two  ways  in  which  you  may 
begin  to  explain  the  terms  '  north '  and  '  south.'    The  one 
is  to  make  them  think  of  the  points  at  which  the  sun  is  seen 
at  different  times  of  the  day,  especially  of  the  south  as  his 
place  at  noon ;  the  other  is  to  *  define  *  the  north  as  the 
centre-point  of  one  of  the  flattened  ends  of  the  earth  and 
the  south  as  the  centre-point  of  the  other  flattened  end. 
Stop  for  a  moment,  and  think  which  of  these  methods  you 
prefer.     Most  of  you,  I  dare  say,  will  expect  me  to  advise 
you  to  take  the  first ;  but,  if  you  consider,  you  will  see  that 
this  is  really  a  way  cA  finding  out  which  is  south  and  which 
is  north,  not  a  way  of  determining  what  the  terms  mean. 
The  north  and  south  poles  are  the  same  to  the  people 
of  Australia  that  they  are  to  us,  though  they  see  the  noon- 
day sun  in  the  north.    So  that  you  cannot  say  that  the  word 
*  south '  means  the  quarter  where  you  see  the  sun  at  noon. 
When  we  speak  of  looking  southwards,  we  really  mean  look- 
ing towards  the  south  point,  or  what  we  usually  call  the 
south  pole,  of  the  earth.     Not  that  we  can  do  this  exactly, 
because  of  the  round  figure  of  the  earth.    We  look  as  far  as 
we  can  see,  or  to  what  is  called  the  horizon,  and  we  seem 
to  be  looking  along  a  straight  line.    We  are  really  looking 
along  the  curved  line,  the  meridian^  which  passes  over  the 
surface  of  the  earth,  through  the  place  we  are  standing  on, 
firom  the  north  pole  to  the  soutii  pole.    When  the  sun  is 
directly  over  this  line  it  is  in  the  south,  because  it  is  exactly 
between  us  and  the  south  pole.    And  so  also  with  the  term 
'  north?    As  to  ^east^  and  '  westy  you  wiU  have  to  remember 
that  they  do  not  denote  points  at  all.    There  is  really  no 
'  east '  and  no  '  w6st.'    They  are  terms  expressing  directidn 
only.    An  easterly  wind  is  one  blowm^,  ^-sasi^  oxv.  ^^soa. 
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right  cheek  as  you  stand  facing  to  the  north;  a  westerly 
wind  blows  on  your  left  cheek.  Turn  round  tp  the  right 
till  you  have  described  a  right  angle  :  you  are  now  facing 
eastward;  to  the  left  in  the  same  way  :  you  are  facing  west- 
ward.   And  this  is  all  that  *  east '  and  *  west '  mean. 

19.  Right  use  of  definition. — Here  you  have  ex- 
amples of  definitions  rightly  used.  ^  EasV  and  ^wesV  are 
short  ways  of  expressing  the  directions  at  right  angles  to  the 
line  joining  north  and  south.  ^ North'  and  ^south'  also, 
as  commonly  used,  express  direction^  but  this  is  not  so 
completely  true  of  them,  because  (as  I  have  shown  you) 
there  are  real  north  and  south  points  or  '  poles,'  though  the 
eye  of  man  has  never  seen  them.  And  so  with  the  terms 
equator,  axis,  tropics,  meridian,  parallel.  Each  of  these 
stands  for  what  we  call  an  imaginary  line — that  is,  a  line  we 
think  of,  but  which  has  never  been  drawn.  Therefore 
these  must  be  defined  rather  than  described ;  though 
even  with  them  I  should  often  change  the  form  of  expres- 
sion, and  accustom  the  children  to  the  same  thought  clothed 
in  different  words.  You  must  judge  for  yourself,  or  your 
teacher  must  judge  for  you,  how  soon  you  would  introduce 
all  these  terms.  Some  of  them  you  must  have  at  once,  such 
as  equator,  axis,  poles.  The  others  had  better  be  brought 
in  one  by  one  as  they  are  wanted.  I  do  not  think  that  I 
need  dwell  upon  these.  If  you  have  taken  in  what  I  have 
already  said,  you  will  easily  see  how  to  explain  them  simply 
and  practically,  so  far  as  the  children  are  at  present  able  to 
understand  them.  Perhaps,  however,  it  is  worth  while  to 
say  a  word  about  *  parallels'  and  'meridians.'  The  best 
way  to  explain  these  to  young  children  is  to  consider  them 
(for  the  present)  simply  as  helps  to  mark  the  place  of  any 
spot  on  tiie  face  of  the  earth.  Ask  the  children  if  any  of 
them  have  had  a  brother  at  sea,  and  if  they  have  ever  had 
a  letter  from  him.  How  did  he  date  it,  so  as  to  show 
where  he  was  ?  Go  on  from  this  to  show  how  this  is  fixed 
hy  the  distance  from    the  equator,  and   from    the    first 
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meridian.  With  a  little  general  explanation  and  a  good 
many  examples,  you  will  easily  give  as  much  knowledge  as 
is  possible  at  present. 

THE   EARTH'S    MOTION. 

20.  Your  next  point  is  the  motion  of  the  earth  on  its  axis. 
You  observe  that  I  do  not  call  it  the  diurnal  or  even  the 
daily  motion.  Why  ?  Because  the  first  thing  is  to  explain 
the  motion  itself,  and  then  to  show  that  the  time  it  takes  to 
do  it  is  called  a  day.  I  have  often  heard  children  told  that 
*  the  earth  revolves  on  its  axis  in  24  hours.'  Yes ;  but  sup- 
pose a  sharp  boy  were  to  ask  you,  What  is  an  hour  ?  How 
should  you  answer  him  ?  You  must  plainly  go  back  to  the 
day,  and  say  that  *  the  time  the  earth  takes  to  go  round  on 
its  axis  is  called  a  day ;  and  this  is,  for  convenience,  divided 
into  24  equal  parts,  called  hours.'  You  will  remember  also 
that  the  day,  like  the  year,  is  a  real  or  *  natural '  division  of 
time — men  did  not  make  it,  and  could  not  unmake  it ;  the 
hour  is  an  *  artificial '  division  invented  by  men,  and  which 
could  be  altered  if  men  chose  to  agree  to  do  it.  There  is 
nothing  in  nature  which  answers  to  it. 

21.  Day  and  night. — As  to  day  and  night,  and  the 
earth's  rotation  which  causes  them,  I  may  again  refer  you 
to  Professor  Geikie  (§§  27-36).  Follow  his  method,  adopt 
his  illustrations  or  any  others  of  the  same  kind  that  occur 
to  you,  and  you  ought  to  succeed  in  making  these  lessons 
the  liveliest  and  most  useful  of  the  whole  course.  Without 
illustration  they  will  be  dry,  and  will  leave  no  clear  impres- 
sion behind.  I  may  notice  in  passing  one  little  difficulty, 
from  which  there  is  no  escape.  The  word  *  day '  is  used  in 
two  senses ;  either,  as  I  have  here  used  it,  for  the  whole  time 
of  one  revolution  of  the  earth,  or  (as  opposed  to  night)  for 
that  part  of  the  time  during  which  the  sun  can  be  seen.  You 
must  use  it  in  both  senses.  All  you  can  do  is  to  point  out  to 
the  class  the  double  use  of  the  word,  and  ta3tft  cax^  "^  ^s^^a. 

B  B 
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point  to  leave  no  mistake  in  their  minds  about  it  It  might 
even  be  turned  to  good  account,  as  a  test  of  their  attention, 
especially  that  of  the  more  careless  ones. 

22.  The  seasons. — Now  you  come  to  the  yearly 
motion,  and  its  effect  on  the  seasons.  If  you  have  gone  far 
enough  into  this  subject  to  see  its  difficulties,  you  may  be 
glad  to  know  that  I  do  not  think  you  can  make  it  clear  to 
young  children,  such  as  those  who  compose  a  Second  Stan- 
dard, and  that  for  this  reason  I  do  not  advise  you  to  attempt 
to  explain  it  to  them.  Short  accoimts  of  it  are  given  in 
most  of  the  common  books  on  geography,  as  for  example  in 
Dr.  Clyde's  *  Elementary  Geography,'  §§  9,  10.  But,  for 
your  present  purpose,  there  is  much  more  wisdom  in  Pro- 
fessor Geikie's  briefer  statement  (§  37),  in  which  he  confines 
himself  to  the  bare  fact  of  the  revolution  in  365  days,  omit- 
ting all  mention  of  the  inclination  or  slant  of  the  axis,  etc 
I  do  not  say  that  there  are  not  schools  in  which  something 
of  this  might  be  taught,  even  at  this  stage ;  but,  if  so,  it 
should  be  with  good  apparatus,  by  the  master  or  mistress, 
or  advanced  pupil-teacher,  and  rather  as  an  occasional  lesson 
on  common  things  than  as  part  of  the  regular  course  on 
geography.  I  should  promise  them  such  a  lesson  at  a  future 
time.  Meanwhile,  I  should  simply  tell  them  that  this  motion 
round  the  sun  was  one  cause  of  the  change  of  seasons,  that 
there  were  other  causes  which  they  cannot  yet  understand, 
and  that  the  mxne  year  was  given  to  the  time  taken  to  com- 
plete the  circle.  * 

23.  Perhaps  you  may  be  tempted  to  wonder  why  *My 
Lords'  chose  to  give  these  hard  matters  to  be  learnt  by  the 
Second  Standard.  The  best  answer  is,  that  you  are  m>f 
expected  to  teach  them  science,  but  to  give  them  the  very 
simplest  ideas  of  what  the  earth  really  is.  Only,  do  not 
think  that  you  are  to  leave  these  things  behind  you,  when 
fon  pass  on  to  the  higher  standards  :  you  are  only  open- 
ing the  door  just  now  to  give  them  a  peep,  and  by  and 

you  will  take  them  foitiiei  \tv.    Itv  the  meantimei  it  is  no 
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small  point  gained  to  have  shown  them  how  much  they  have 
to  learn ! 

24.  Let  us  now  run  over  the  things  which  your  class 
ought  to  know  from  your  lessons. 

1.  They  know  what  a  map  means,  and  that  it  should  be 

drawn  correctly  to  a  scale. 

2.  They  understand  the  terms  norths  souths  east^  west, 

3.  They  know  that  the  real  form  of  the  earth  is  not 

that  of  a  flat  map,  but  of  a  round  globe  slightly 
flattened  at  two  opposite  points. 

4.  They  know    the  meaning  of  the  terms  pole^  axis^ 

equator^  etc. 

5.  They  know  that  the  earth  has  two  motions,  one  on 

its  own  axis,  one  round  the  sun ;  that  the  former 
causes  day  and  night,  and  the  latter  the  changes  of 
the  four  seasons. 

6.  They  understand  pretty  well  how  day  and  night  are 

caused,  and  they  are  looking  forward  to  having  a 
lively  lesson  some  day  on  the  causes  of  the  seasons. 

LAND   AND   WATER 

25.  If  you  have  got  so  far  successfully — that  is,  if  a  search- 
ing examination  shows  that  they  really  remember  and  under- 
stand so  much  as  this — you  may  be  in  good  heart.  The  worst 
is  passed.  You  have  now  to  begin  to  show  them  what  there  is 
on  the  surfate  of  the  earth,  and  the  names  that  are  given  to 
different  pieces  of  land  and  water.  Beginning  with  the  gene- 
ral appearance  of  the  globe,  the  first  steps  are  easily  taken. 
Show  the  great  expanse  of  water  encircling  the  land,  the  two 
or  three  great  masses  of  land,  and  the  various  forms  which 
smaller  portions  both  of  land  and  water  assume.  But  you 
should  not  yet  go  minutely  into  them,  because  any  globe 
you  are  likely  to  have  will  be  too  small  to  show  them  pro- 
perly. Oceans  and  continents  will  be  be^X.  ^o^xv  ^xv  "^^ 
globe,  smaller  divisions  on  maps  oi  a  \ax%ei  ^c?\^* 

bb2 
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26.  Necessity  of  general  reading. — Now,  what 
will  you  teach  about  the  ocean?  The  definition,  and  the 
names  of  the  five  oceans  ?  I  am  afraid  that  this  is  often 
all  that  is  taught ;  and  it  is  enough,  perhaps,  if  you  are  only 
preparing  for  examination.  But  there  is  a  great  deal  more 
that  is  very  interesting  even  to  young  children,  if  it  is  put 
before  them  in  a  simple  and  Hvely  way.  Here,  take  this 
remark,  which  applies  to  much  that  I  have  already  said 
and  to  nearly  everything  which  I  have  still  to  say, — If  you 
want  to  teach  well,  you  must  readz.%  well  as  study ;  you  must 
furnish  your  mind  with  general  knowledge,  as  well  as  stock 
it  with  minute  facts ;  so  that  what  you  tell  the  children  may 
be  fresh  and  full^  not  dry  and  stupid  A  full  spring  sends 
out  fresh  and  sparkling  streams,  a  tank  nearly  dry  drops 
thimblefiils  of  water  by  driblets.  The  stream  which  has  its 
source  high  in  the  hills  runs  with  force  as  if  it  had  life  and 
enjoyed  the  run  ;  if  its  source  is  in  the  fiats,  it  creeps  along 
slowly,  lazily,  sleepily,  as  if  it  were  weary  of  the  trouble. 
Do  not  let  your  lesson  rise  in  the  flats,  for  fear  it  should  finish 
in  the  marsh ! 

27.  All  this  is  true  for  every  subject  of  your  teaching.  I 
have  to  do  with  it  as  it  affects  geography,  and  just  now  spe- 
cially with  the  ocean.  Every  book  of  voyage  or  travel,  every 
good  story  of  adventure  from  *  Robinson  Crusoe '  downwards, 
furnishes  you  with  something  you  could  make  use  of,  to  give 
the  children  some  general  idea  of  the  nature  and  changes  of 
the  great  ocean.  What  has  to  be  regularly  told  about  it  you 
will  find  well  summed  up  by  Professor  Geikie  (§§  204-250). 
But  most  of  it,  you  will  see,  must  be  kept  for  a  later  stage. 

28.  Begin  at  home. — ^You  cannot  well  go  wrong  at 
this  stage  in  speaking  of  the  continents.  So  I  pass  on  at  once 
to  the  smaller  divisions.  Here,  if  you  ask  me,  *  What  shall 
I  begin  withV  I  must  answer  by  another  question,  *  Where 
do  you  live  V  If  you  live  in  the  country,  begin  with  the 
natural  objects  round  you — mountains  and  lakes  in  Cum- 

l  berland  ;  mountains  and  tiveis  m  \Jcve^e^\  Riding  of  York- 
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shire ;  capes,  bays,  and  river-mouths  on  the  South  Coast  of 
Wales ;  capes,  inlets,  and  islands  on  the  West  Coast  of 
Scotland ;  and  so  on.  Even  a  town  would  give  you  a  start- 
ing-point :  as  at  Bristol  or  Newcastle,  the  Avon  or  the  Tyne ; 
at  Liverpool  the  estuary  of  the  Mersey,  or  the  mightier 
Thames  at  London.  Begin  whenever  possible-  with  the 
things  near  home ;  not  that  you  want  at  present  to  tectch 
home-geography,  but  that  your  first  definitions  may  be  felt 
to  be  real,  and  so  lead  on  the  children's  minds  to  put  a  real 
sense  on  the  others.  Let  me  give  you  one  example,  which 
(to  save  space)  I  put  as  briefly  as  possible.  Suppose  you 
live  at  or  near  Maidstone,  the  coimty  town  of  Kent  You 
may  teach  *  physical  features'  in  this  order : — 


(«) 

W 

{c) 

Terms 

• 

Terms 

A.  Local  Features  : 

Things  which  the  children 
may  have  seen  : — 

Things  elsewhere,  con- 
nected with  these : — 

I.  River Medway 

River 
Tributary 
Affluent 
Course 

Principal  River 
Source    .^ 
Mouth 
Basin 

2.  North  Downs 

Right  and  Left  Bank 

Valley 

Bill 

Estuary 

Plain 

Mountain 

Range 
Chain 
Watershed 

Group 

Gorge 

B.  Features  of  other  parts  of  ti 

IE  County : 

I.  Land     . 

Cape 
Head 

Promontory 

Island 

Peninsula 

Sandbank 

2.  Water  . 

Sea 

Bay 
Strait 

Gulf 

Roadstead 
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29.  Observe  how  many  terms  come  under  the  first  head. 
Each  of  these  the  children,  or  some  of  them,  have  actually 
seen.  Those  in  column  (^r)  are  so  closely  connected  with  it* 
first,  that  it  will  be  easy  to  pass  from  the  one  to  the  other — 
firom  the  flow  of  the  Medway,  for  example,  to  its  emptying 
itself  into  the  Thames ;  from  the  valley  through  which  it 
flows  to  the  whole  basin  of  which  that  valley  is  a  part ;  from 
the  chain  of  the  North  Downs  to  the  Cumbrian  group  of 
mountains.  In  (B)  you  would  still  be  near  enough  to  their 
homes  to  make  yomr  definitions  seem  real ;  many  of  them, 
doubtless,  would  have  seen  the  North  Foreland  and  the 
Downs.  When  these  are  finished,  you  will  find  (I  think) 
but  two  important  terms  undefined — lake  and  isthmus,^  You 
will  not  find  large  lakes  in  Kent  But  you  may  find  any 
number  of  ponds.  And  you  can  teach  all  about  lakes  quite 
well  by  referring  to  any  pond  in  a  field,  and  then  go  on  to  the 
larger  sheets  of  water  in  Cumberland  and  Westmoreland. 
For  isthmuses  you  must  go  back  to  the  globe,  or  to  a  map 
of  the  world  :  there  is  no  good  example  in  Great  Britain ; 
though,  after  you  have  shown  them  the  Isthmus  of  Suez, 
you  might  very  fairly  tell  them  that  the  Menai  Bridge  is  a 
sort  of  artificial  isthmus,  connecting  Anglesea  with  Carnar- 
vonshire. 

30.  Let  me  close  this  chapter,  by  once  more  advising 
you  to  read.  Do  not  answer  that  you  have  no  time.  True,  you 
have  not  as  much  time  as  if  you  had  nothing  to  do  but  study. 
Your  work  in  school  takes  up  a  great  part  of  the  day,  and 
leaves  you  more  or  less  tired,  so  that  when  you  have  done 
your  actual  lessons,  you  may  naturally  feel  that  you  have  had 
enough  of  books  for  the  day.  Natural  as  a  feeling  !  but  not 
a  feeling  it  will  be  wise  to  yield  to.     Remember,  these  years 


>  There  are  many  other  terms ;  most  of  them  you  will  find  well 
lained  and  illustrated  in  Grove's  'Primer,'  §§  121-213.     But  those 
I  have  put  down  are  enough  for  the  early  part  of  your  course ; 
back  to  the  others,  if  you  have  time. 


READ !  3;S 

through  which  you  are  passing  are  the  seed-time  of  your 
life  :  now,  if  ever,  you  must  make  your  mind  fruitful ;  now, 
if  ever,  you  must  learn  to  love  knowledge,  and  form  the 
habit  of  working  hard  in  searching  for  it.  Do  not  neglect 
your  health,  do  not  neglect  home  duties ;  but  be  content  to 
give  up  something — amusements,  society,  needless  sleep, 
and  so  on — in  order  to  save  time  for  reading  literature  of  a 
higher  kind  than  mere  text-books.  Such  sacrifices  have  to 
be  made  by  earnest  students  in  every  rank  of  life. 
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CHAPTER   II. 

GREAT   BRITAIN. 

COURSE   FOR   STANDARD   III. 

31.  I  SUPPOSE  now  that  the  inspection  is  over,  and  that 
your  class,  having  moved  a  step  upward,  is  to  begin  to  pre- 
pare for  examination  as  Standard  III.  If,  as  I  hope,  they  have 
passed  well,  you  can  go  on  at  once.  If,  however,  you  have 
found  that  any  point  was  weak,  make  sure  of  it  first  of  all. 
Or,  if  you  receive  the  class  from  some  other  teacher,  ex- 
amine closely  into  their  back- work  before  going  on ;  keep- 
ing still  in  mind  the  great  rule  of  sound  teaching — Never  be 
in  a  hurry.  In  any  case,  do  not  think  that  you  have  done 
iisHith  the  form  and  motions  of  the  earth,  or  the  meaning  of 
a  map,  etc.,  because  you  have  come  to  an  end  of  the  course 
for  Standard  II.  You  have  only  made  a  beginning !  You 
have  left  a  great  deal  untold  on  every  point,  which  should 
be  taught  when  the  children  are  able  to  receive  it — not 
always  in  separate  lessons,  but  interwoven  with  the  details 
of  their  other  work. 

THE    COUNTY. 

32.  True  and  false  boundaries.— The  programme 
for  Standard  III.  is,  *  Outlines  of  Geography  of  England,* 
(which  must  be  meant  to  include  Wales),  'with  special 
knowledge  of  the  county  in  which  the  school  is  situated.' 
You  will  of  coiu^e  take  the  county  first  Yet  it  might 
he  well  to  give  a  single  lesson  beforehand  on  the  outline 

hkitf*  England  and  Wales.    Dxaw  Qo^iox^  vV^  cXass\  a  rough 
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skeleton  map,  showing  form  and  shape  only,  with  the 
chief  mountain  ranges  ;  then,  fill  in  a  little  more  fully  the 
river-basins  connected  with  the  county,  and  so  prepare  for 
the  detailed  lessons  upon  it.  Bring  out  your  old  map  which 
has  already  done  you  good  service.  You  have  now  to  com- 
plete it  by  filling  in  the  chief  physical  features  and  towns. 
I  told  you,  you  remember,  that  *  the  real  character  of  the 
earth's  surface,  the  nature  and  names  of  its  different  parts, 
would  come  afterwards,  and  these  form  the  most  important 
part  of  geography.'  Since  then,  you  have  done  something 
in  this  direction  :  you  have  explained  the  names,  and  given 
a  few  examples.  Now,  you  are  to  take  your  county  as  it 
is,  and  try  to  give  the  children  a  good  general  idea  of  it, 
fixing  in  their  memory — not  strings  of  names,  but — the  really 
important  features  which  determine  its  character.  Let  us 
take  one  example,  and  let  it  be  a  fair  average  county,  neither 
one  of  the  tamest,  nor  yet  one  of  the  most  striking  in  natural 
outline.  Suppose  that  you  live  in  Gloucestershire.  You  are 
considering  how  to  begin.  You  say  to  yourself,  *  Well,  first, 
I  suppose  I  should  give  them  the  boundaries.'  No  objec- 
tion !  though  it  might  perhaps  be  better  to  call  their  atten- 
tion, even  before  the  boundaries,  to  the  general  shape  of  the 
county ;  the  centre  being  compact,  so  that  the  breadth  can 
be  measured  due  east  and.  west ;  while  the  length  must  be 
taken  from  north-east  to  south-west.  Then,  as  to  the  boun- 
daries :  if  you  look  round  on  the  map,  you  may  fairly  say 
that  you  can  hardly  find  any.  There  is  the  Bristol  Avon  on 
the  south,  the  estuary  of  the  Severn  for  a  few  miles,  and  the 
Wye  for  a  good  many,  on  the  west  and  south-west ;  but, 
except  these,  you  look  in  vain  for  any  real  dividing  lin^ 
between  it  and  adjoining  counties.  'Well,  then,  I  must  just 
say  that  Gloucestershire  is  bounded  on  the  south  by  Somer- 
set ;  on  the  south-east  by  Wiltshire  and  Berkshire,  etc.,  etc., 
etc'  No !  not  yet.  Before  you  are  content  to  take  these 
artificial  divisions,  and  call  them  boundaries,  you  should 
explain  clearly  the  difference  beVw^ew  ^\xOs\  ^s»  '^^^^  '^ss.^  "^ 
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real  or  natural  boundary.  Compare  Gloucestershire  with 
Yorkshire.  Show  the  class  how,  in  Yorkshire,  you  have 
the  German  Ocean  on  the  east,  the  Tees  on  the  north, 
the  Pennine  Chain  on  the  west  and  south-west,  and  the 
Himiber  on  the  south ;  on  every  side,  a  clear  line  of  nature's 
drawing.  Then  say  that  Gloucestershire,  like  many  other 
midland  and  southern  counties,  has  for  the  most  part  no 
real  boundary ;  you  can  pass  out  of  it  into  Wiltshire  or 
Worcestershire,  without  crossing  water  or  climbing  hill. 
When  this  is  clear,  I  should  still  avoid  the  technical  word, 
but  say  that  the  *  surrounding  counties '  are  Worcestershire, 
etc.,  giving  them  in  order,  and  noting  as  you  come  to  them 
the  few  real  boundaries. 

33.  Natural  sections. — You  have  next  to  point  out 
what  I  may  call  natural  sections  of  the  county ;  that  is,  the 
parts  into  which  it  has  been  cut  by  nature :  the  Valley  or 
Plain  (it  may  be  called  either)  of  the  Severn,  the  Cotswolds 
on  the  one  side  of  it,  and  the  Forest  of  Dean  on  the  other. 
You  may  take  these  in  what  order  you  please ;  something 
would  depend  on  the  part  of  the  county  in  which  the  chil- 
dren live.  Hills,  in  one  sense,  come  before  rivers,  as  springs 
come  before  streams  in  nature's  order.  But,  on  the  other 
hand,  the  great  river  and  its  feeders  catch  the  eye  and 
thoughts  more  readily ;  and  it  is  often  as  good  to  rise  from 
effects  to  causes  as  to  come  down  from  causes  to  effects. 
Take  either  order  you  like  :  only  dwell  long  enough  on  these 
broad  outlines,  to  have  them  clear  in  the  children's  minds, 
before  you  go  on  to  details. 

34.  Suppose  you  take  the  Severn  Valley  first.  Show  them 
that  this  includes  the  whole  of  the  flat  and  fertile  centre  of 
the  county ;  trace  the  great  river  from  its  entrance  above 
Tewkesbury,  to  its  junction  with  the  Lower  Avon  at  Avon- 
mouth  j  mark  the  more  striking  features,  the  gradual  widening 
into  an  arm  of  the  sea,  the  ship  canal,  the  *  bore,'  etc.,  etc. ; 
mention  its  chief  feeders,  and  note  how  much  smaller  are 

^fpose  on  the  left  bank  than  th^  oti^  ^^at  one  (the  Wye)  on 
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the  right ;  place  on  your  map,  as  you  pass  thenty  the  few 
really  important  towns,  with  enough  about  each  to  show 
that  it  is  worth  remembering ;  and  describe  briefly,  but  with 
exact  knowledge,  the  character  of  the  country  the  Severn  or 
its  feeders  flow  through.  While  you  are  on  this  point,  you 
might  give  the  class  some  notion  of  the  real  nature  of  a  river. 
(See  Geikie,  §§  i-ii,  and  Grove,  169-190.)  But  you  would 
tell  them  that  they  must  wait  for  a  full  account  till  you  trace 
the  Severn,  etc,  to  their  sources. 

35.  The  Cotswolds,  if  you  know  them,  will  furnish  you 
with  much  interesting  matter  for  a  lesson.  You  will  point  out 
the  steep  slope  on  the  western  or  Gloucestershire  side,  with 
the  projecting  'spurs,'  and  the  various  valleys  running  up 
into  the  hills  ;  then  the  table-land,  with  its  sheep-farms,  and 
the  slow  descent  towards  the  east ;  and  trace  till  they  leave 
the  county  the  little  streams  which  are  the  commencement 
of  the  mighty  river.  Nor  will  you  foiget  the  manufactures 
of  Nailsworth,  Stroud,  etc. 

36.  The  Forest  of  Dean  will  leadj  you  to  speak  of  the 
scenery  of  the  Wye,  which  bounds  it,  and  then  of  its  col- 
lieries ;  and  this  will  lead  you  to  mention  those  on  the  other 
side  of  the  Severn. 

37.  I  have  here  sketched  for  you,  I  do  not  say  the  best, 
but  ofie  scheme  for  putting  before  the  children  in  a  clear  order 
the  principal  facts  connected  with  this  county.  Your  own 
local  knowledge,  or  your  teacher's,  ought  to  enable  you  to 
fill  up  the  outline,  and  very  likely  to  improve  on  it.  There 
are  other  ways  in  which  you  might  begin,  some  of  them 
needing  more  skill,  but  more  telling  if  you  can  manage  them. 
You  might  begin  once  more  at  home  :  if  living  at  Bristol, 
you  might  go  down  the  Avon,  then  up  the  Severn,  and  so 
on  j  if  on  the  Cotswolds,  describe  the  table-land  first,  and 
then  take  the  class  down  into  the  valleys  one  by  one,  and  so 
at  last  carry  them  to  the  Severn.  The  method  which  fixes 
their  attention  best  is  best  for  you.  Whatever  your  own 
county  may  be,  it  must  be  treated  on  the  sa.tafc%^x\Ki'^^^M2w^ 
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aiming  at  bringing  out  the  really  striking  features,  and  adapt- 
ing the  method  to  its  special  character. 

38.  One  word  before  I  leave  this:  it  applies  also  to  what 
comes  after.  Do  not  crowd  your  map  or  your  lesson  with 
too  many  names.  It  not  only  makes  it  indistinct,  but  it 
leads  children  to  mix  up  what  is  important  with  what  is 
trifling,  and  so  to  lose  sight  of  the  difference  between  great 
and  small.  Your  business  is  to  teach  them  outlines ;  and  in 
outlines  there  should  be  only  the  larger  objects,  important 
towns,  not  villages ;  rivers,  not  brooks.  This  need  not,  how- 
ever, prevent  you  from  making  the  local  map  fuller  than  the 
county,  or  the  county  than  the  country.  Small  things,  seen 
close,  look  larger  than  large  things  at  a  distance. 


ENGLAND   AND   WALES. 

39.  You  are  now  ready  to  pass  on  to  the  geography  of 
*  England  and  Wales.'  And,  no  doubt,  you  are  anxious  to 
get  at  once  to  details  and  names.  But  wait  a  little.  I  want 
you  to  do  your  work  we//,  that  is,  thoroughly.  You  taught 
your  class  in  the  previous  year  a  little  about  the  globe, 
about  latitude,  longitude,  zones,  and  equinoctial  lines.  Now 
is  the  time  to  begin  to  show  them  something  of  the  use  of 
these  terms,  and  of  the  lines  which  mark  them  on  the  globe 
and  map.  Spend  a  lesson  or  two  on  explaining  how  the 
position  of  England  and  Wales  and  of  each  place  in  them 
is  fixed  by  latitude  and  longitude,  how  latitude  affects  cli- 
mate, the  seasons,  etc.,  etc.  Especially  it  will  be  worth  your 
while  to  dwell  on  the  position  of  England  in  the  temperate 
zone,  and  the  advantages  we  enjoy  as  living  in  an  island.  In 
all  this  you  will  find  the  benefit  of  clear  and  sensible  teach- 
ing in  the  early  stages.  If  last  year's  lessons  were  dry  and 
techntca/y  you  will  now  have  nearly  all  the  work  to  go  over 
again.  If  they  were  given  with  spirit,  and  every  point  made 
reaJJy  plain,  your  foundation  will  stand,  and  you  have  only 
to  build  upon  it.    In  passvxv^^  ^ou  itv\"^Vs5L  very  well  take  a 
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look  forward  as  well  as  backward,  and  just  say  a  word  by 
way  of  illustration  about  the  seasons  and  climate  in  other 
parts  of  the  world,  as  in  Australia,  our  antipodes.  As  I 
write  (Sept.  20)  I  see  a  list  of  the  engagements  of  the  Aus- 
tralian cricketers,  the  last  of  which  is  for  a  match  with  the 
English  Eleven  on  December  26,  27,  28.  It  would  brighten 
your  lesson  to  set  boys  on  thinking  how  cricket  could  be 
played  in  December,  and  so  managing  to  give  them  a  little 
notion  of  what  we  passed  over  with  Standard  II.,  the  incli- 
nation of  the  earth's  axis  to  the  plane  of  its  orbit 

40.  Now  for  the  detailed  geography  of  England.  Here 
your  order  must  depend  a  good  deal  on  the  place  in  which 
you  live.  If,  for  example,  you  live  on  the  coast  of  Corn- 
wall, you  must  have  been  tracing  its  coast  line,  and  it  would 
be  natural  to  go  on  both  ways  along  the  shores  of  the 
English  and  Bristol  Channels.  Or,  if  you  live  in  Warwick- 
shire, you  might  very  well  begin  by  following  the  different 
streams  which  flow  in  all  directions  from  the  central  table- 
land of  England,  and  so  take  up  one  by  one  the  river  basins 
to  which  they  belong.  Or,  again,  if  you  are  in  such  a 
county  as  Gloucestershire,  where  you  have  been  dealing 
with  the  lowest  portion  of  the  course  of  the  Severn,  you 
might  trace  it  upwards,  through  Worcestershire,  etc.,  to 
Plinlimmon,  and  complete  your  view  of  its  basin  before 
going  to  other  parts  of  the  country.  But  the  order  is  not 
of  any  great  importance.  In  many  ways  it  would  be  con- 
venient to  let  them  first  of  all  learn  the  names  of  the 
counties  by  heart ;  it  will  save  trouble  in  describing  the 
physical  features.  Only,  remember  that  as  the  physical 
features  do  not  run  according  to  counties,  your  teaching 
must  not  do  so  either.  River  basins  include  several  coun- 
ties, and  sometimes  parts  of  them,  but  not  the  whole  ;  as, 
to  take  our  old  example,  the  greater  part  of  Gloucestershire 
belongs  to  the  basin  of  the  Severn,  but  the  eastern  slopes  of 
the  Cotswolds  mainly  to  that  of  the  Thames.  The  Bristol 
Avon  again  to  the  Severn,  though  rising  in  WUtefok^  ^^xA. 
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on  the  east  side  of  the  Cotswolds;  the  southern  or  Salisbury 
Avon  having  a  small  basin  of  its  own.  So  let  the  dass 
learn  the  names  of  the  counties,  but  then  go  on  to  teach  the 
physical  features  in  their  natural  order. 

41.  It  is  convenient,  in  dealing  with  any  country,  to  take 
the  coast  line  first,  because  this  must  be  taken  as  a  whole, 
while  mountains  and  rivers  naturally  lead  you  to  cut  it  up 
into  sections.  Looking  then  at  the  coast-line  of  England 
and  Wales,  it  will  strike  you  at  once — at  least,  I  hope  it  will 
— that  the  line  of  the  west  coast  is  much  more  broken  than 
either  the  east  or  the  south,  and  the  south  more  than  the 
east.  This  is  worth  pointing  out ;  and  you  may  add  that  the 
west  or  more  irregular  coast  is  also  the  more  rugged,  its 
shores  are  more  rocky,  its  projecting  points  higher  and 
bolder,  and  its  hills  and  mountains  much  nearer  to  the 
sea.  Without  trying  to  teach  more  than  young  children 
can  understand,  you  can  let  them  see  that  these  bold  pro- 
jecting rocks  are  just  the  points  of  the  hills  running  out  into 
the  sea,  and  that  most  of  the  bays,  etc.,  have  been  formed 
by  the  sea  washing  away  the  softer  pairts.  Then  on  the  east 
coast  you  will  explain  that  the  rocks  have  in  some  places 
been  worn  down  all  along  their  face,  while  in  others  the 
land  nearest  the  sea  is  low  and  marshy.  They  will  thus  see 
that  there  is  a  reason  for  such  differences,  and  will  remember 
Xh^fact  all  the  better. 

42.  I  have  not  much  more  to  say  about  coast-line.  The 
names  of  capes,  bays,  etc.,  must  of  course  be  learnt  by 
heart ;  only  taking  care  that  they  know  not  only  the  name, 
but  the  position  of  each.  All  I  will  add  is  : — Tell  them,  if 
possible,  something  about  the  character  of  each,  and  (still 
better)  if  there  is  any  one  which  you  know  more  about  than 
about  the  rest,  tell  them  a  good  deal  about  that  one.  If 
you  are  a  Londoner,  you  have  no  doubt  seen  Margate — 
describe  its  cliffs  and  open  sea- view ;  if  you  are  a  Yprk- 

j^  sbmmaDi  tell  them  what  you  have  seen  at  Whitby  or 

^^^kwjborougb  ;  if  you  laavt  \ieea  m^otOcw'^ikfta^  describe 
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Penmaenmawr  and  the  Menai  Straits  :  anything  told  from 
life  will  make  the  whole  lesson  doubly  real  So  also,  any 
little  story  or  anecdote — not  a  threadbare  one  from  the 
reading  books,  but  something  fresh  and  new  from  your  own 
reading  or  what  you  yourself  have  heard  The  sea-coast, 
like  the  sea  itself,  is  rich  in  stories  of  danger  and  escape  :  a 
few  of  them,  well  used,  will  do  you  good  service.  I  do  not 
mean  that  you  are  to  turn  your  lesson  into  an  amusement : 
there  is  real 'hard  work  to  be  done,  and  dry  details  to  be 
mastered.  But  one  illustration  or  so  in  each  lesson  will  do 
good  and  no  harm,  and  will  besides  show  the  children  that 
their  teacher  has  been  thinking  about  them,  and  has  been 
taking  real  pains  to  do  the  best  he  could  for  them. 

43.  Notes  of  lessons,  what  they  are,  and  what 

they  ought  to  be. — Having  said  this,  I  may  as  well  choose 
this  place  for  saying — what  might  equally  well  have  been 
said  before  or  later  on — a  few  words  about  *  Notes  of  Lessons.' 
I  do  not  think  that  pupil-teachers  are  generally  fond  of  notes 
of  lessons.  And  I  do  not  wonder.  When  I  have  seen  them, 
they  have  seemed  to  me  for  the  most  part  very  useless. 
But  why  is  this  ?  Because  they  are  stiff  ^nd  dry ;  they  are 
constructed  on  a  set  model,  and  (in  geography)  are  apt 
to  consist  of  nothing  but  a  string  of  names,  arranged  in 
a  sort  of  fixed  framework,  which  answers  for  every  lesson 
and  for  every  country.  Notes  of  lessons  ought  not  to  be 
like  this:  they  ought  to  be  fresh  and  flowing — no  two 
exactly  alike  in  form,  but  each  fitted  to  bring  out  the  special 
points  which  the  teacher  thinks  most  important  for  the  very 
country  or  county  or  district  which  he  has  in  hand.  I  hope 
your  inspector  will  not  find  fault  with  me,  or  with  you  for 
following  my  advice.  But  I  am  sure  I  am  right  Master 
your  subject;  see  clearly  what  you  want  to  teach;  then 
arrange  it' to  the  best  of  your  own  judgment,  thinking  abso- 
lutely nothing  about  text-books  or  model  *  notes.'  /give 
you  no  model :  it  would  only  defeat  my  purpose.  You 
might  copy  it  1  and  I  want  you  to  copy  tiQd^%>  Vfoiu  Ni^ 
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make  your  notes  your  own,  original  and  lively,  suiting  you 
and  suiting  your  subject 

44.  Mountains  and  river-systems  come  next.  And  these 
form  the  natural  divisions  of  a  country.  It  is,  of  course,  to 
some  extent,  a  matter  of  choice  how  many  of  these  divisions 
you  count.  But,  for  England  and  Wales,  I  think  the  clear- 
est division  is  into  four  :  viz.  the  Northern,  including  the 
Cheviots,  the  Pennine  and  the  Cumbrian  mountains,  with  the 
rivers  rising  in  them ;  the  Eastern,  taking  in  all  that  flow 
eastward  from  the  central  table-land,  or  the  eastern  slope  of 
the  Cotswolds ;  the  Southern,  with  all  waters  draining  into 
the  English  Channel ;  and  the  Western,  including  Wales,  and 
England  west  of  the  Cotswolds.  You  will  find  it  easy  to 
arrange  all  river-systems  under  these  heads,  with  of  course 
an  exception  here  and  there,  as  smaller  feeders  seem  to 
cross  the  line. 

45.  You  may  perhaps  ask,  whether  you  should  finish  the 
mountains  and  rivers  of  one  section  by  themselves,  and 
then  go  on  to  the  next,  coming  back  again  for  towns,  pro- 
ductions, eta,  or  go  through  one  section  completely  before 
touching  the  others.  My  advice  would  be  :  Firsts  give  a 
general  lesson,  to  show  how  you  draw  the  lines  of  division, 
and  then  take  one  section  and  keep  to  it.  Mountains, 
rivers,  lakes,  climate,  productions,  manufactures,  towns,  will 
all  follow  each  other  naturally  in  this  order  ;  and  your  work 
will  be  much  more  compact  and  clear,  than  if  you  were  to 
leave  section  after  section  half-finished. 

46.  My  space  will  not  allow  me  to  say  much  about  details. 
And  I  hope  it  is  not  necessary.  If  you  have  followed  me  so 
far,  you  will  easily  see  how  to  apply  to  a  larger  area  the 
method  I  sketched  for  you  in  a  single  county.  Grasp  firmly 
the  leading  outlines — make  each  feature  an  illustration  of 
the  definitions  you  gave  at  the  outset,  let  each  point  follow 
naturally  on  that  which  goes  before  it ;  do  not  overload  the 
memories  with  names,  but  see  that  what  you  do  put  in  are 
well  and  clearly  learnt  \  teach  always  with  a  map  before  you. 
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and  examine  either  without  a  map  or  with  a  map  without 
names ;  and  I  think  you  will  find  that,  if  you  seem  to  go 
slowly  at  first,  your  progress  is  sure. 

47.  In  the  Northern  section  I  do  not  see  that  you  can 
have  any  difficulty.  Everything  seems  marked  out  for  you 
in  bold  outline,  and  every  part  of  the  district  is  rich  in 
matter  for  illustration.  Watershed^  Chain^  Groups  Peak, 
River-basin,  Lake,  are  ready  to  your  hand.  The  story  of 
Flodden,  briefly  told,  will  give  point  to  your  mention  of 
Cheviot,  Tweed,  and  Till ;  George  Stephenson  and  Wylam 
Colliery  may  fitly  wind  up  your  lesson  on  the  Tyne.  You 
will  not  forget  that  the  basin  of  the  Trent,  though  it  runs 
through  *  midland'  counties,  must  be  taken  along  with  that 
of  the  Yorkshire  Ouse. 

48.  In  the  Eastern  section  the  chief  points  are  the  central 
table-land,  the  industrial  region  of  which  Birmingham  is  the 
centre,  and  the  basin  of  the  Thames.  It  will  be  worth 
while  to  show,  by  the  example  of  the  first,  how  even  a  slight 
elevation  may  form  a  watershed ;  the  last  is  of  course  full  of 
interest,  both  physically  and  historically.  In  the  Eastern 
counties,  you  will  mark  the  contrasts  between  them  and  the 
bolder  scenery  of  the  North ;  you  will  note  the  absence 
from  these  counties  of  coal,  and  consequently  of  great  in- 
dustrial centres,  and  may  take  this  opportunity  of  drawing 
the  line  (from  north-east  to  south-west)  which  marks  the 
limits  of  our  coal-fields.  You  might  illustrate  the  nature  of 
the  *  Fen  country'  in  old  times  by  the  story  of  Hereward  the 
Saxon,  and  his  long  stand  against  the  Normans  in  the  Isle  of 
Ely.  Having  told  it,  you  should  show,  by  way  of  contrast, 
the  present  state  of  the  land  in  these  counties. 

.  49.  The  Southern  section  must  be  treated  in  detail,  county 
by  county.  Its  most  interesting  features  are  mostly  on  the 
coast,  which  you  have  already  described.  But  you  wilLnot 
forget  the  New  Forest,  nor  Salisbury  Plain,  nor  Dartmoor  and 
Exmoor,  the  Plymouth  Breakwater,  and  the  Eddystone  Light- 
house.   The  Isle  of  Wight,  also,  lym^  ^o  xissx  ^\A\>€\ss?^^^ 

c  c 
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closely  connected  with  England,  may  fairly  be  included,  ^d 
should  make  an  interesting  lesson. 

50.  The  Western  section  brings  you  back  to  bold  physical 
features.  The  great  basin  of  the  Severn,  including  the  Bristol 
Channel,  forms  a  large  part  of  it :  in  the  rest  of  Wales,  you  will 
point  out  how  mountains  are  the  great  feature,  rivers  and  lakes 
being  secondary.  Carnarvon  and  other  well-known  castles 
will  help  you  to  picture  out  the  state  of  Wales  in  former  days. 
The  Menai  Bridges  give  you  the  triumphs  of  modem  science. 

51.  Railways. — All  these  are  of  course  only  hints  and 
examples ;  and  generally  such  p,s  you  would  be  most  likely  to 
miss.  I  am  not  supplying  you  with  matter,  but  guiding  you 
in  the  use  of  the  matter  you  have  got  elsewhere.  With  these 
I  might  leave  England,  merely  reminding  you  that  there  ate 
a  few  islands  which  must  be  known  ;  and  that  both  the  Isle 
of  Man  and  the  Channel  Islands  are  worth  knowing  Well. 
But  there  is  one  subject  more — the  Railways.  I  did  not  think' 
it  worth  while  to  mention  these  in  sketching  your  lessons  on 
the  county,  because  no  one  county  contains  more  than  a  part 
of  any  great  railway-line,  and  also  because  the  great  towns 
should  be  known  before  the  railways.  Now^  in  iinishing  the 
course  on  the  whole  country,  it  will  be  well  (if  you  have  time) 
to  give  a  general  view  of  the  veins  and  arteries^  as  they  may 
be  called,  of  our  circulation,  taking  London  as  the  heart 
You  cannot  of  course  mention  all  the  cross-lines.  But  there 
are  seven  or  eight  main  routes  from  London  which  should  be 
known;  and  to  these  should  be  added  those  of  your  own 
county,  and  their  connection  >yith  the  main  lines.  They  will 
sometimes  throw  light  even  on  the  physical  features.  As, 
for  example,  in  Gloucestershire,  the  course  of  the  Bristol  and 
Birmingham  line  follows  very  closely  the  level  tract  between 
Cotswold  and  Severn ;  while  the  Great  Western  branch  from 
Gloucester  to  Swindon  marks  the  opening  in  the  hills  known 
as  the  Stroud  Valley.  In  Yorkshire,  to  take  an  illustration  of 
a  different  kind,  the  long  Marsden  Tunnel  shows  how,  before 

modem  sdence,  hills  have  c^^-s^iXo  b^  z,  bairien    In  North? 
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umberland,  if  you  trace  the  main  railway  going  northward  to 
Edinburgh,  you  will  see  how  it  follows  the  roundabout  line 
of  the  coast,  in  order  to  avoid  the  obstructions  of  the  hills. 


SCOTLAND    AND    IRELAND. 

52.  I  have  next  to  take  you  to  Scotland  and  Ireland. 
But  I  have  not  much  room  for  them,  as  I  have  still  the  whole 
world  before  me.  In  dealing  with  Scotland,  be  careful  in 
fixing  your  Sections.  The  simple  division  into  Highland  and 
Lowland  will  not  do.  At  first  sight,  you  may  be  inclined  to 
say  there  are  three  natural  divisions,  marked  off  from  each 
other  by  the  Grampians  and  the  Firths  of  Forth  and  Clyde. 
True  in  the  main.  But,  look  a  little  more  closely.  In  the 
southern  of  these  three,  there  is  plainly  a  watershed,  formed 
by  the  Lead  hills,  Lammermuirs,  Pentlands,  etc.,  which  com- 
pletely parts  the  basins  of  the  Clyde  and  other  westward 
streams  from  those  of  the  Tweed,  Esk,  etc.  flowing  eastward. 
In  the  north,  you  must  take  the  Hebrides  and  other  islands 
into  account — they  are  clearly  fragments  of  the  mainland, 
broken  off  at  some  distant  period  by  the  action  of  the  sea, 
and  form  so  important  a  feature,  that  they  must  either  have 
a  Section  to  themselves,  or  be  treated  of  along  with  the 
counties  which  lie  opposite  to  them.  Argyleshire,  again, 
though  south  of  the  Grampians,  cannot  be  separated  from  the 
North-western  coast  counties.  With  these  hints,  I  leave  you 
to  apply  to  Scotland  the  method  I  have  already  sketched. 
Ireland  will  require  a  simpler  plan. 


CCl 
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CHAPTER  III. 
CONTINENTS  AND  OCEANS. 

THE   WORLD. 

53.  Following  the  order  of  the  Code,  I  ought  now  to 
take  you  to  the  Colonies.  But  it  suits  me  better  to  look  to  the 
World  as  a  whole,  and  to  each  colony  in  its  place  in  the 
world.  You  have  now  to  deal  with  older  children;  and 
you  are  yourself  (I  assume)  of  two  years'  longer  standing 
than  when  I  began.  If  you  have  made  good  use  of  your 
time,  you  must  know  a  good  deal  more  about  general  geo- 
graphy, and  may  sometimes  find  it  difficult  to  decide  ?iow 
much  you  may  try  to  teach.  Many  things  are  still  too  hard. 
But  there  are  some  general  thoughts  about  the  World, 
which  it  would  be  very  well  to  get  into  their  minds,  before 
going  on  with  details.     Such  are — 

(i)  The  division  of  land  and  water — meaning,  not  merely 
the  space  they  cover,  given  in  figures,  but  the  way  in  which 
the  land  is  arranged ; 

(2)  The  way  in  which  the  land  points  southward ; 

(3)  The  shapes,  sizes,  and  depths  of  the  two  great  oceans, 
especially  the  Atlantic ; 

(4)  The  division  of  the  land  into  two  great  continents, 
and  the  contrasts  between  them  ; 

(5)  The  general  form  of  each  of  the  continents,  the  Old 
World  with  its  one  great  mountain  chain,  stretching  (with  a 
break  here  and  there)  from  south-west  to  north-east,  and  the 
*Uew  World,'  with  its  more  regular  chain,  from  north  to 


EUROPE.  389 

54.  All  these,  and  a  good  many  more,  you  will  find  in 
Grove's  'Primer,'  §§  66-74,  93-96,  111-116.  You  will 
see  that  I  have  arranged  the  points  which  I  have  taken  in  a 
rather  different  order ;  not  that  his  is  not  the  best,  but  be- 
cause I  think  this  may  be  better  for  you,  who  have  to  treat 
these  matters  lightly.  How  far  you  may  go  in  this  direction 
must  depend  a  good  deal  on  the  intelligence  of  your  class. 
A  well-advanced  first  class  ought  to  be  able  to  take  in  at 
least  as  much  as  I  have  put  down. 

EUROPE. 

55.  Supposing  you  have  made  all  this  clear,  you  now  go  on 
to  Europe.  You  can  show  the  class  that,  though  it  is  joined 
to  Asia  on  one  side,  it  is  quite  separate  on  the  south  and 
south-east ;  and  that  this  probably  led  to  its  being  reckoned 
as  a  separate  continent,  as  it  was  the  southern  shores  which 
were  first  known  among  civilised  nations.  You  will  then  go 
on  to  speak  of  its  coast-line,  and  it?  importance  (Grove's 
*  Primer,'  §§  80-83),  and  so  you  would  begin  your  details  very 
much  in  the  same  order  as  that  I  sketched  for  you  in  deal- 
ing with  England  : — coast-line,  mountains,  rivers,  lakes, 
climate,  productions,  manufactures,  towns. 

56.  There  is,  however,  one  new  element,  which  must  affect 
to  some  extent  your  mode  of  teaching  all  the  others.  Countries 
are  a  much  more  important  division  than  counties.  Each 
country  is  a  complete  political  whole,  and  must  be  spoken  of, 
on  many  points,  by  itself.  Climate,  of  course,  varies  much 
more  over  so  large  an  area;  the  people  of  one  country 
differ  greatly  from  those  of  another  in  appearance,  habits, 
occupations,  and  character ;  rivers  and  mountains,  in  many 
cases,  belong  to  one  country  only.  Some  seaports,  like 
Cronstadt,  or  Gibraltar,  or  Constantinople,  or  Sebastopol, 
are  really  parts  of  the  coast-line.  It  will  be  a  test  of  your 
skill,  and  also  of  the  clearness  of  your  knowledge,  if  yQ^ 
are  able  to  put  before  your  das^  \\J^^'^  ^\cXx».^^  ^*v  ^^wSisx 
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separate  country,  and  still  to  keep  before  their  minds  Europe 
as  a  physical  whole. 

57.  Your  great  divisions  will  be,  Europe  to  the  south  of 
the  central  chain,  and  Europe  to  the  north  of  it  '  The  rivers 
are  your  guides,  according  as  they  flow  into  the  Mediterra- 
nean or  Black  Sea,  or  into  the  Atlantic,  the  English  Channel, 
the  German  Ocean,  the  Baltic,  or  the  White  Sea.  Your 
only  difficulty — ^not  a  very  serious  one — ^will  be  with  Sweden 
and  Norway  at  the  one  end,  and  Spain  and  Portugal  at  the 
other. 

58.  Islands  will  deserve  separate  consideration.  You  might 
begin  by  giving  a  general  idea  of  what  an  island  really  is. 
(See  Grove,  §§  11 3- 114,  &c)  You  would  call  their  atten- 
tion to  the  very  small  number  of  islands  in  the  open  Atlantic, 
and  then  you  would  show  them  how  many  there  are  in  the 
Mediterranean,  in  proportion  to  its  size.  In  the  Grecian 
Archipelago,  you  would  be  able  for  the  first  time  to  show 
them  what  the  word  *  archipelago '  means.  And,  in  speaking 
of  that  great  cluster  of  islands,  and  the  indented  coast  of 
Greece,  you  might  take  occasion  to  say  a  little  about  the 
ancient  Greeks, — how,  living  in  that  sea-girt  country,  they 
became  a  great  seafaring  people,  and  so  great  in  commerce. 
You  might  show  how  political  greatness  followed  the 
command  of  the  sea — how  long  it  clung  to  the  Mediterra- 
nean, to  Greece,  Carthage,  Rome,  Venice,  Genoa,  Spain ; 
and  how  completely  it  at  last  left  the  South,  and  came  first 
to  Holland,  then  to  England.  Is  this  above  your  scholars  ? 
I  hope  not.  If  it  is,  do  not  give  it  to  them  I  But  do  not 
be  too  ready  to  say  it  is,  or  make  their  dullness  an  excuse 
for  your  laziness. 

59.  One  word  more  about  the  Mediterranean.  Point  out 
to  them  how,  after  the  discovery  of  India,  and  of  the  way  to 
India  round  the  Cape  of  Good  Hope,  a  great  deal  of  com- 
merce left  the  Mediterranean;  and  how,  quite  lately,  the 
Suez  Canal  has  brought  it  back  again.  You  will  then  bring 
hi  with  advantage  the  meuuon  oi  Q»^x^\ax^  Malta,  and 
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Cyprus,  and  show  the  importance  of  the  two  former,  for  the 
protection  of  the  *  highway '  to  India.  You  will  of  course 
describe^  as  well  as  mention  ;  but  this,  I  hope,  I  may  now  in 
every  case  take  for  granted. '. 

ASIA. 

60.  You  are  not  required  to  go  so  closely  into  the  details 
of  the  other  continents.  Their  general  character  has  been 
already  shown  to  the  children,  in  your  view  of  the  world, 
and  by  comparispn  with  Europe.  So  I  may  leave  you  to 
apply  to  Asia  the  methods  you  have  already  learnt.  The 
really  new  points  are  chiefly  these  two — there  is  a  great  deal 
of  country  of  which  we  know  very  little ;  and  British  Posses- 
sions are  a  much  more  important  part  of  Asia  than  of  Con- 
tinental Europe.  Hindostan  of  course  is  the  chief  one ; 
and  on  it  you  must  spend  a  good  deal  of  time.  Get  up  its 
physical  geography  as  well  as  that  of  England,  and  teach  it 
in  the  same  manner.  Learn  enough  of  the  history  of  British 
settlements  to  be  able  to  let  the  children  understand  how 
we  came  there,  and  how  we  came  to  be  rulers  over  this 
great  country.  Then,  but  not  till  then,  tell  them  the  names 
of  the  '  Presidencies,'  chief  towns,  etc. 

61.  Before  leaving  India,  I  should  try  to  give  them  some 
idea  of  the  countries  bordering  on  it  on  the  north-west, 
especially  Afghanistan,  of  the  mountain-barrier  between 
them,  and  the  passes  tlirough  the  mountains.  Or,  even 
before  this,  you  might  take  them  tferough  Turkey  in  Asia, 
by  the  valley  of  the  Euphrates,  through  Persia  to  Afghan- 
istan and  Beloochistan,  and  so  show  them  the  possible  land 
route  to  India. 

AUSTRALIA. 

62.  The  other  settlements  in  Asia  are  small  and  easily 
taught.  So  I  go  on  at  once  to  Australia.  Here,  first,  you 
will  take  occasion  to  explain  the  difierence  between  a  *  pos- 
session' and  a  'colony*:  Hindostan  axv'^  KM^XxaSsa.  ^«^>afc 
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your  examples.  Then,  sketch  the  history  of  our  settlements 
in  Austraha,  New  Zealand,  and  Tasmania  ;  noticing  also  the 
ph5rsical  peculiarities,  soil,  climate,  mineral  wealth,  character 
of  the  natives,  etc  In  speaking  of  climate,  you  would  once 
more  revert  to  the  globe,  and  show  how  nearly  the  latitude 
of  New  Zealand  answers  to  that  of  our  own  country ;  and 
yet  how  greatly  all  the  Australian  colonies  differ  from  our 
own  in  their  animal  and  vegetable  life ;  the  trees  being  ever- 
greens ;  the  birds  bright  in  plumage  but  songless,  etc.,  etc. 

AFRICA. 

63.  In  Africa,  as  in  Australia,  oiu:  maps  are  full  along  the 
coast,  empty  in  the  interior.  But  for  a  different  reason. 
Not  that  men  cannot  live  there,  but  because  till  very  lately 
we  have  known  so  littie  about  them  ;  the  savage  tribes  and 
the  unhealthy  climate  have  almost  shut  out  Europeans. 
Your  best  order  of  teaching,  I  think,  will  be  to  begin  at  the 
head  of  the  Red  Sea;  go  right  round  the  coast,  teaching 
the  main  physical  features,  and  going  more  fully  into  British 
settlements,  till  you  come  to  the  mouths  of  the  Nile.  Go 
up  the  Nile,  picture  out  Egypt,  Abyssinia,  the  Lakes  Nyanza, 
etc.,  and  then  give  a  sketch  as  full  and  exact  as  you  can 
make  it  of  what  is  known  of  the  heart  of  Africa,  and  of  the 
real  courses  of  its  great  rivers.  But,  remember,  here  more 
than  anywhere,  text-books  will  not  help  you  much ;  you 
must  read,  and  you  must  read  new  accounts.  You  must 
know  what  we  have  learnt  from  Livingstone,  and  Stanley, 
and  Cameron,  from  Speke,  Grant,  and  Baker ;  or  else  you 
really  know  nothing  about  Central  Africa. 

AMERICA. 

64.  I  cross  over  to  America.  This  naturally  divides  itself 
into  four  sections :  the  Dominion  of  Canada  and  other 
British  Possessions,  the  XJnited  States^  Central  America,  and 
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South  America  as  one  great  whole.  In  the  first,  we  come 
to  a  very  interesting  field,  too  little  thought  of— the  Arctic 
or  Frozen  Ocean.  Try  to  get  some  knowledge  of  this,  of 
the  attempts  to  find  a  way  for  ships  through  it — called  the 
North-West  Passage— and  of  the  maily  brave  men  who  have 
risked  and  often  lost  their  lives  in  the  attempt ;  learn  even 
a  little  about  this,  and  teach  it  with  spirit ;  and  you  will 
not  have  to  complain  of  an  inattentive  class.  Give  such  a 
lesson  before  the  inspector,  and  I  think  you  will  have  a  good 
report ! 

65.  I  need  not  stop  to  speak  of  British  North  America  or 
of  the  United  States.  There  is  a  great  deal  to  be  taught  both 
physically  and  politically;  but  the  outlines  are  bold  and  clear, 
and  you  cannot  well  miss  your  way.  The  only  hint  I  will 
give  you  is  not  to  forget  to  speak  of  the  climate  of  North 
America  as  compared  with  that  of  Great  Britain,  and  the 
Gulf  Stream  as  the  main  cause  of  this  difference  (see  Grove's 
*  Primer,*  §§  103-104).  You  should  note  the  difference  in 
your  lessons  on  Canada,  Newfoundland,  Labrador,  etc,  but 
keep  back  the  explanation  till  you  come  to  the  Gulf  of 
Mexico ;  then  go  fully  into  it. 

66.  In  Mexico  you  will  notice  the  greatest  isthmus  in  the 
world,  and  lead  the  children  to  see  how  great  an  advantage 
it  would  be  to  have  a  canal  cut  through  it  like  that  through 
the  Isthmus  of  Suez,  but  also  how  difficult  it  is  to  cut  it. 

67.  The  West  India  Islands  should  be  more  than  men- 
tioned. They  should  be  well  described ;  and,  either  here  or 
in  speaking  of  the  United  States,  you  should  give  some 
account  of  the  cultivation  of  sugar,  of  cotton,  of  the  history 
of  the  slave  trade,  and  of  the  abolition  of  slavery  by  both 
countries. 

68.  South  America  recalls  you  to  grand  physical  features 
— its  mountain  wall,  its  giant  rivers,  luxuriant  vegetation, 
mighty  forests,  and  so  on.  Either  here  or  in  Mexico  you 
might  give  some  account  of  the  conquest  of  these  countries 
by  the  Spaniards,  and  their  cruelty  to  tlv^  tv^\n^%x 
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69.  A  suitable  closing  lesson  would  be  to  draw  out  a  table 
of  the  articles  of  daily  use  which  we  either  import  from  other 
countries  or  have  originally  received  from  them,  showing 
the  children  how  much  nations  depend  on  each  other,  and 
how  very  badly  we  should  have  been  off  if  we  had  had 
nothing  but  what  England  naturally  produced. 


CONCLUSION. 

70.  I  have  now  done  what  I  could  to  help  you  as  teachers 
of  geography.  You  understand,  I  hope,  that  I  have  not 
tried  to  give  you  complete  views  of  any  one  point,  or  even 
to  suggest  every  thought  which  would  be  useful.  I  have 
not  been  teaching  you  geography,  but  teaching  you  how  to 
teach.  So  each  hint  is  but  a  specimen  of  many  :  you  are  to 
take  it  in,  think  over  it,  and  then  think  out  for  yourselves 
others  of  the  same  kind.  When  you  find  anything  missed, 
do  not  suppose  that  I  have  forgotten  it,  but  that  I  have  left 
it  out  because  it  was  plain  enough  for  you  to  see  without 
my  help.  I  shall  feel  that  this  little  book  has  done  its  work 
if  it  has  taught  you  that  lessons  on  geography  can  be  made 
something  more  interesting  than  strings  of  dry  definitions 
and  lists  of  names,  and  that  some  real  knowledge  of  the 
world  they  live  in  can  be  given  to  young  children  without 
*  shooting  over  their  heads '  with  hard  terms  out  of  *  science ' 
text-books.  Read  as  much  as  you  have  time  for  ;  go  as 
deeply  into  the  subject  as  you  can  ;  master  all  you  read  ; 
and  then  teach  to  children  all  that  you  can  put  in  plain 
words — that  is,  first  understand  it  yourselves,  and  then  do 
•your  best  to  make  it  clear  and  interesting  to  them.  This  is 
teaching  geography. 

71.  One  word  to  masters  and  mistresses.  The  form  of 
this  little  book  has  been  chosen  because  it  was  so  much 
easier  to  write,  as  if  speaking  to  a  pupil-teacher.  But  I 
take  for  granted  throughout  that  he  or  she  teaches  und^r  the 
direction  of  the  master  or  mistress,  with  whom  it  rests  to 
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say  how  far  my  methods  can  be  followed.  Do  not  condemn 
these  methods  offhand  as  impracticable.  Consider  them 
fairly,  and  see  if  the  'practical'  objections  are  really  so 
weighty  as  they  may  seem  at  first  sight.  I  have  no  wish  that 
they  should  be  blindly  followed.  I  have  a  very  strong  wish 
that  Geography  should  be  thoughtfully  studied  and  taught. 
If  I  were  to  meet  two  pupil-teachers,  and  one  were  to  tell 
me  that  he  had  obeyed  every  one  of  my  directions,  while  the 
other  said,  *I  have  learnt  much  from  your  book — it  has 
suggested  many  plans  and  ideas — but  I  have  not  followed  it 
exactly  in  anything  ! ' — I  should  acknowledge  the  second 
rather  than  the  first  to  be  my  true  pupil. 


I 


SECTION   IX. 
HOW  TO  TEACH   HISTORY. 


CHAPTER  I. 
THE  VALUE  AND  AIM   OF   HISTORY. 

The  value  of  the  study  of  history  may  be  con- 
sidered  (i)  with  reference  to  its  interest  and  practical 
importance  as  a  department  of  knowledge,  and  (2)  with 
reference  to  its  utility  as  an  instrument  of  mental  and  moral 
culture.  As  a  department  of  knowledge  history  explains  to 
us  how  a  nation  came  to  be  what  it  is  or  was,  shows  us 
how  its  days,  like  a  man's,  are  bound  each  to  each,  and 
enables  us  to  bring  the  experience  of  the  past  to  bear  upon 
the  conduct  of  individuals,  societies,  and  nations  in  the 
present  More  especially  it  helps  us  to  discharge  our  duties 
as  citizens.  As  an  instrument  of  culture  it  appeals  power- 
fully to  the  imagination,  engages  the  judgment  in  sifting  and 
weighing  evidence,  exercises  and  educates  the  moral  sense, 
strengthens  the  memory,  and  affords  large  opportunities  to 
the  reasoning  faculty  for  generalisation  and  inference. 

I.  History  as  a  department  of  knowledge.— Take 

up  the  history  of  a  country  at  any  point  you  like,  you  will 
(assuming  that  you  possess  an  ordinary  amount  of  uvt^\3j>s|gsg^>  ^ 
curiosity)  be  interested  in  ktiomxv^  is>^  ^^  WrX^  ^^-^^sflB 
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relate  to  it  at  that  point,  (2)  how  those  facts  are  connected 
with  antecedent  and  subsequent  facts,  (3)  the  general  laws 
under  which  they  come,  and  (4)  how  they  may  be  utilised. 
Apart  from  all  considerations  of  its  practical  value  history 
attracts  us  by  appealing  to  our  S5rmpathies  and  by  gratifying 
our  curiosity.  We  naturally  desire  to  know  what  manner  of 
men  our  forefathers  were,  whence  they  came,  how  they  lived, 
what  they  thought  and  believed,  how  they  were  governed, 
and  so  forth.  This  curiosity  may  be  pushed  to  a  foolish 
extreme,  as  when  we  seek  to  know  matters  relating  to  them 
of  trivial  significance;  but  it  is  a  natural  curiosity,  and  as 
such  its  legitimate  gratification  requires  no  more  defence 
than  our  anxiety  to  know  something  about  our  nearer  rela- 
tives. Our  ancestors  are  our  relatives  only  a  little  further 
removed  than  those  persons  who  generally  go  by  that  name. 
The  same  remarks  apply  to  the  history  of  other  countries 
than  our  own.  We  are  all  members  of  the  same  human 
family,  and  nothing  that  has  ever  happened  to  man  is  wholly 
foreign  to  ourselves. 

The  connexion  between   fact  and   fact  is  one 

which  the  mind  delights  to  trace,  and  this  is  true  in  history 
as  in  physical  science.  Many  manuals  of  history  fail  to 
interest  simply  because  they  present  isolated  historical  facts 
without  any  endeavour  to  show  how  they  are  related,  and 
without  even  suggesting  that  they  are  related.  Yet  the 
Present  is  ever  springing  out  of  the  Past  and  becoming  the 
Future.  Every  stage  in  a  nation's  history  follows  in  due 
sequence  upon  the  previous  one.  It  does  not  come  as  an 
accident  It  has  been  prepared  for.  It  is,  to  a  large  ex- 
tent, the  resultant  of  forces  that  have  been  operating  since 
time  began. 

History  the  solution  of  a  series  of  problems.— 

To  trace  facts  to  their  causes  requires  extensive  knowledge 
and  sound  judgment    It  oileri  W^^^xvs*  xJwax  ^  ^^j;:.t  is  refer- 
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able  to  a  variety  of  causes,  concurring  in  their  general  result, 
yet  each  operating  in  its  own  proper  direction  and  with  its 
own  degree  of  strength,  just  as  in  mechanics  a  number  of 
forces  differing  in  magnitude  and  direction  may  concur  to 
produce  one  resultant.  It  is  obvious  that  to  measure  the 
forces  that  influence  human  conduct,  and  to  determine  their 
respective  directions  with  precision,  is  not  an  easy  matter, 
But  the  pleasure  which  the  enquiry  affords  is  proportionate 
to  its  difficulty.  We  may  fall  into  gross  errors  in  the  course 
of  our  enquiries  (that  is  indeed  inevitable),  but  we  should 
not,  on  that  account,  be  discouraged,  history  being  valueless 
as  a  guide  to  conduct  without  an  intelligent  apprehension  01 
the  mode  in  which  its  facts  are  related.  Considered  with 
reference  to  the  relation  between  its  facts,  history  may  be 
regarded  as  the  solution  of  a  series  of  problems.  Looking 
backward,  these  problems  may  be  roughly  stated  thus  :— 
Given  any  event  or  any  condition  of  human  society,  how  is  it 
to  be  accounted  for  ?  Looking  forward,  they  may  be  stated 
thus  : — Given  certain  physical,  moral,  social,  religious,  and 
other  forces,  what  effects  may  they  be  expected  to  pro- 
duce? 

Let  us  take  the  case  of  our  own  country.  Here  is  a 
little  island,  the  centre  of  a  vast  empire  on  which  the  sun 
never  sets.  Its  people  stand  in  the  forefront  of  the  nations, 
and  are  distinguished  by  their  freedom,  their  intelligence, 
their  enlightenment,  and  their  enterprise.  The  products  of 
their  factories  find  their  way  into  every  market  of  the  world; 
their  ships  are  to  be  found  on  every  sea.  They  live  happily 
and  securely  under  a  stable  government,  and  know  little  of 
those  disturbances  and  revolutions  to  which  many  other 
countries  are  subject  They  have  admirable  laws  which 
afford  protection  to  all  classes  of  society,  and  can  be 
modified  without  difficulty  as  occasion  requires.  They  have 
a  glorious  literature,  as  remarkable  for  its  purity  as  for  its 
genius.  If  we  examine  their  language  we  find  it  is  com- 
posed of  many  elements.    If  we  look  at.  \3afc\t  ^^:«Si^^  ^^^ 
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that  they  are  marked  by  widely-diflfering  characteristics. 
How  are  all  these  things  to  be  accounted  for  ?  These  are 
some  of  the  problems  which  the  teacher  of  English  history 
has  primarily  to  endeavour  to  solve. 

General  laws  of  history. — ^As  our  knowledge  of  his- 
torical facts  extends  we  are  no  longer  satisfied  with  knowing 
the  connexion  between  one  fact  and  another*  We  seek  to 
generalise  our  knowledge,  and  bring  what  at  first  seemed 
isolated  and  incoherent  facts  under  general  laws.  There  is, 
of  course,  still  more  liability  to  error  in  making  these  in- 
ductions than  in  investigating  particular  cases;  but  this 
liability  will  diminish  in  proportion  as  the  area  of  facts  from 
which  we  reason  is  widened,  and  inference  can  be  put  to 
the  test  of  experience.  That  the  history  of  mankind  is  sub- 
ject to  laws  is  unquestionable.  We  see  the  same  causes 
produce  the  same  results  again  and  again  in  the  history  of 
the  same  country  and  in  the  history  of  different  countries. 
Tyranny  produces  revolution,  and  revolution  anarchy,  and 
anarchy  tyranny,  all  the  world  over.  One  great  movement 
of  the  human  mind  leads  to  another,  and  that  to  another, 
and  so  on.  A  reformation  in  religion  is  followed  by  a  revo- 
lution in  government,  and  that  by  social  reforms.  The  rise 
of  one  class  is  followed  by  the  fall  of  another ;  the  privileges 
of  the  people  extend  as  the  necessities  of  the  monarch  mul- 
tiply ;  the  seeds  of  vice  sown  by  one  generation  are  reaped 
in  harvests  of  misery  by  future  ones.  Nay,  these  laws  are 
so  certain  in  their  operation  that  sagacious  observers  have 
been  enabled  by  them  to  foretell  events  with  marvellous 
accuracy.    The  thoughtful  student  of  history  is  enabled  to 

attain 
To  something  of  prophetic  strain. 

The  author  of  *  The  Vision  of  Piers  Plowman,'  who  lived 
in  the  reign  of  Edward  III.,  foreseeing  clearly  the  inevitable 
conBict  between  the  Crown  and  the  monastic  orders,  dis- 
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tinctly  predicted  the  fall  of  the  religious  houses  of  England 
at  the  hand  of  a  king.     He  says — 

Lilt  there  shall  come  a  king 
And  confess  you  religious, 
And  award  you,  as  the  Bible  telleth, 
For  breaking  of  your  rule. 

•  •  •  ■  • 

And  then  shall  the  Abbot  of  Abingdon 
And  all  his  issue  for  ever, 
Have  a  knock  of  a  king. 
And  incurable  the  wound. 

Sir  Thomas  More,  when  his  son  Roper  spoke  of  the 
flourishing  state  of  the  un-reformed  Church  of  England 
under  Henry  VI II.,  said :  *  Truth,  it  is,  son  Roper !  and 
yet  I  pray  God  that  we  may  not  live  to  see  the  day  that  we 
would  gladly  be  at  league  and  composition  with  heretics  to 
let  them  have  their  churches  quietly  to  themselves,  so  that 
they  would  be  contented  to  let  us  have  ours  quietly  to  our- 
selves.' Erasmus,  when  he  saw  the  vast  profusion  of  precious 
offerings  heaped  upon  the  shrine  of  Becket  at  Canterbury, 
expressed  a  wish  that  they  had  been  distributed  among  the 
poor,  and  flowers  substituted  for  them  on  the  shrine  ;  *  for,' 
said  he,  *  those  who  have  heaped  up  all  this  mass  of  treasure 
will  one  day  be  plundered,  and  fall  a  prey  to  those  who  are 
in  power.'  Raleigh  foretold  the  temporary  overthrow  of 
the  Church  of  England  in  the  seventeenth  century.  *  Time,' 
said  he,  *  will  even  bring  it  10  pa.os,  if  it  were  not  resisted, 
that  God  would  be  turned  out  01  churches  into  bams,  and 
from  thence  again  into  the  fields  and  mountains  and  undef 
hedges — all  order  and  discipline  left  to  newness  of  opinions 
and  men's  fancies,  and  as  many  kinds  of  religion  spring  up 
as  there  are  parish  churches  in  England.'  Bishop  Butler  in 
1 741,  commenting  on  the  irreligious,  free-thinking  spirit  of 
the  age,  said  :  *  Is  there  no  danger  that  all  this  may  raise 
somewhat  like  that  levelling  spirit,  upon  atheistical  prin- 
ciples, which  in  the  last  age  prevailed  upon  enthusiastic 
ones  ?  not  to  speak  of  the  possibility  that  different  ^^-^^  ^^ 
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people  may  unite  in  it  upon  these  contrary  'principles.* 
Colonel  Barrd  clearly  prophesied  the  American  Revolution. 
*  I  prophesied,  on  passing  the  Stamp  Act  in  1765,'  he  said, 
*what  would  happen  thereon,  and  I  now,  in  March  1769, 
fear  I  can  prophesy  further  troubles ;    that  if  the  whole 
people  are  made  desperate,  finding  no  remedy  from  Par- 
liament, the  whole  continent  will  be  in  arms  immediately, 
and  perhaps  these  provinces  lost  to  England  for  ever.'   The 
French  Revolution  was  foreseen  by  numbers  of  able  men. 
Rousseau  wrote  in  1760  :  *  You  trust  in  the  actual  order  of 
society,  without  thinking  that  this  order  is  subject  to  in- 
evitable revolutions ;   the  great  becomes  small ;   the   rich 
become  poor ;  the  monarch  becomes  a  subject ;  we  approach 
the  state  of  crisis  and  the  age  of  revolutions.'    The  Marquis 
of  Wellesley  predicted  the  downfall  of  Napoleon  when  the 
emperor  was  at  the  height  of  his  glory.     He  said:  *His 
eagerness  of  power  is  so  inordinate  ;  his  jealousy  of  inde- 
pendence so  fierce ;  his  keenness  of  appetite  so  feverish  in 
all  that  touches  his  ambition,  even  in  the  most  trifling  things, 
that  he  must  plunge  into  dreadful  difficulties.     He  is  one  of 
an  order  of  minds  that  by  nature  make  for  themselves  great 
reverses.*     Coleridge,  referring  to  the  fulfilment  of  his  pre- 
dictions of  many  of  the  events  of  modern  French  history, 
tells  us  how  he  arrived  at  his  conclusions.     *  On  every  great 
occurrence,*  he  says,  *  I  endeavoured  to  discover  in  past  his- 
tory the  event  that  most  nearly  resembled  it.     I  procured 
the  contemporary  historians,  memorialists,  and  pa.mphleteers. 
Then  fairly  subtracting  the  points  of  difference  from  those  of 
likeness,  as  the  balance  favoured  the  former  or  the  latter,  I 
conjectured  that  the  result  would  be  the  same  or  different'  * 
It  might  seem  that  with  so  capricious  an  element  as  the 
human  will  to  deal  with  it  would  be  impossible  to  foretell  what 
men  and  societies  and  nations  will  do,  but  the  will  is  much 
less  capricious  than  it  seems  to  be.     Man  is  ever  subject  to 

*  See  an  interesting  chapter  on  Political  Predictions  in  Disraeli's 
^       Curiosities  of  Literati^e,  yo\.  iii. 
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the  same  interests  and  passions,  and  even  his  freedom  is 
regulated  by  never-failing  laws.  If  we  err  in  forecasting  what 
he  will  do  in  given  circumstances,  it  is  from  ignorance  of  the 
infinite  variety  of  facts  by  which  his  conduct  is  influenced, 
not  because  his  conduct  and  destinies  are  beyond  the 
domain  of  law.  It  may  be  said  of  every  man,  with  a  certain 
amount  of  truth. 

He  saw  whatever  thou  hast  seen ; 

Encountered  all  that  troubles  thee  ; 
He  was — whatever  thou  hast  been ; 

He  is — what  thou  shalt  be,  ^ 

The  practical  value  of  history  depends  on  the 
uniformity  of  the  laws  of  human  nature.  Whatever  has 
happened  to  men,  either  collectively  or  individually,  may 
happen  again  under  similar  conditions.  *  The  thing  which 
is,'  says  the  preacher,  'it  is  that  which  shall  be.'  Hence 
the  study  of  the  experience  of  the  race  is  of  vast  importance 
in  the  guidance  of  our  conduct.  It  renders  us  the  samp  kind 
of  service  as  travel  does.  It  is,  as  it  were,  an  extension  of 
our  own  experience,  enabling  us  to  profit  by  the  successes 
and  failures  of  those  who  went  before  us.  Individuals, 
nations,  mankind  at  large,  may  all  profit  by  the  study  of 
history — individuals  by  the  biographies  of  the  good  and 
great  and  of  the  bad  and  infamous ;  nations  by  the 
record  of  the  rise  and  fall  of  other  nations ;  mankind  at 
large  by  the  moral  government  of  the  world  as  seen  in  the 
uniformity  of  God's  dealings  with  men  at  all  times  and  in 
all  places.  Even  a  little  child  can  benefit  by  the  lessons 
that  are  taught  by  the  courage,  fortitude,  and  wisdom  of 
Alfred,  by  the  selfish  inhumanity  and  lawlessness  of  John, 
by  the  heroic  lives  of  such  men  as  Wallace  and  Bruce, 
by  the  steadfast  fidelity,  *  even  unto  death,'  of  the  martyrs, 
by  the  moral  weakness  and  the  consequent  misfortunes 
of  the  Stuarts,  by  the  ambition  of  Napoleon,  and  by  the 
high  sense  of  duty  of  Wellington.  Venice  might  have 
profited  by  the  example  of  Tyre,  and  En^laxvd  xsaJ^  ^x^*vs\. 
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by  the  example  of  both.  The  world  at  large  may  benefit  by 
the  experience  of  the  race.  It  also  has  a  life  of  its  own.  It 
has  had  its  infancy,  and  its  youth,  and  its  maturity,  and 
from  its  successive  stages  of  development  it  may  leam 
broad  lessons  which  are  less  perfectly  seen  in  the  lives  of 
individuals  and  the  history  of  nations. 

2.  History  as  an  instrument  of  mental  culture. 

The  Past  is  intelligible  to  us,  partly  through  the  various 
remains  which  it  has  left  behind,  and,  to  this  extent,  it 
affords  abundant  room  for  intelligent  observation.  We 
can  see  with  our  own  eyes  the  traces  which  our  forefathers 
have  left  behind  them — their  roads,  their  defences,  their 
strongholds,  their  castles,  their  cathedrals,  their  palaces, 
their  monuments.  In  our  museums  we  can  see  their  armour, 
their  clothing,  their  ornaments,  their  furniture,  their  im- 
plements of  war  and  peace,  their  domestic  utensils,  their 
art-productions.  In  their  literature  we  can  see  their  inner 
thoughts  and  feelings.  But  we  do  not  see  these  things  in 
their  true  significance  until,  by  the  assistance  of  history,  we 
are  enabled  to  reconstruct  the  age  to  which  they  relate. 
It  is  here  we  call  in  the  power  of  imagination.  With  the 
facts  of  history  before  us,  pieced  out  by  our  own  obser- 
vation, we  are  able  to  call  back  the  dead  to  life,  and  to 
understand  what  they  thought  and  felt,  how  they  lived 
and  what  they  did.  We  can  transport  ourselves  into  their 
midst,  and,  as  it  were,  share  their  life. 

It  is  the  employment  which  history  affords  to  the 
tmagination  which  renders  it  so  attractive  to  children.  They 
delight  in  realising  the  scenes  of  which  they  read,  and  in 
impersonating  the  characters  whom  they  admire.  Even 
their  games  often  reflect  their  historical  lessons.  They 
divide  into  Britons  and  Romans,  Saxons  and  Normans, 
English  and  Scotch,  English  and  French,  English  and 
Spaniards,  according  to  the  period  of  history  which  they 
are  studying ;  they  have  their  Caesars,  their  Alfreds,  their  Con- 
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querors,  their  Harries,  their  Cromwells,  their  Marlboroughs, 
their  Nelsons,  and  their  Wellingtons,  as  each  of  these  great 
men  in  his  turn  takes  hold  of  their  interest;  they  fight 
anew  the  battles  of  freedom  and  independence  within  the 
narrow  limits  of  the  school  playground ;  they  conduct 
memorable  sieges  on  the  first  good  fall  of  snow,  and  repeat 
renowned  campaigns  over  surrounding  hills  and  dales. 

Very  young  children  are  unable  to  estimate  the  value  of 
historical  evidence,  but  as  they  grow  older  history  will 
afford  them  valuable  opportunities  for  the  exercise  of  the 
critical  faculty.  At  first  they  believe  whatever  they  find  in 
their  books,  without  stopping  to  enquire  into  its  veracity. 
After  a  time  they  begin  to  enquire  whence  we  got  the  in- 
formation which  history  contains,  and  how  we  know  it  to  be 
true ;  and  though  in  an  elementary  school  the  study  of 
history  can  never  be  carried  far  enough  to  afford  oppor- 
tunities to  children  for  examining  the  sources  of  our  in- 
formation, something  may,  nevertheless,  be  done  to  guard 
them  against  credulity.  The  teacher  will  often  have  occa- 
sion to  compare  different  accounts  of  the  same  event,  to 
refer  to  the  bias  of  the  different  narrators,  to  point  out 
wherein  they  agree  and  wherein  they  differ,  and  to  get  his 
pupils  to  exercise  their  common  sense  in  judging  of  pro- 
babilities. 

But  a  still  more  important  exercise  of  the  judgment  will 
be  found  in  estimating  the  moral  character  of  historical 
events  and  persons.  This  exercise  may  be  converted  into 
a  valuable  instrument  of  moral  training.  One  of  the  first 
questions  asked  by  a  child  on  reading  or  hearing  of  any 
great  historical  personage  is — *  Was  he  good?  '  The  teacher 
may  give  a  direct  categorical  answer  to  such  questions,  but 
a  wiser  course  is  to  get  the  child  to  form  an  opinion  for 
himself  from  such  facts  as  are  capable  of  directing  his  judg- 
ment. 

It  is  sometimes  objected  against  the  teaching  of  history 
that  it  appeals  too  much  to  the  mvni(ir-:j^\i^  ^^a»  ^^^^^^NSf^ 
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lies  rather  against  faulty  teaching  than  against  the  teaching 
of  history  itself.  If  only  a  mechanical  memory  be  culti- 
vated, the  facts  that  are  accumulated  may  not  be  worth  the 
pains  they  cost ;  but,  if  an  intelligent  memory  be  cultivated, 
the  process  of  remembering  will  itself  be  a  useful  mental 
exercise,  and  the  knowledge  accumulated  by  it  will  be  of 
practical  value.  Every  inductive  science  must  start  from 
an  accumulation  of  facts,  and,  although  it  is  not  customary 
to  regard  history  as  an  inductive  science,  yet  its  more  phi- 
losophical aspects  admit  of  inductive  treatment.  The 
practical  lessons  of  history  can  only  be  learnt  by  the  accu- 
mulation and  comparison  of  facts.  To  generalise  with 
regard  to  human  conduct,  without  the  evidence  supplied  by 
history,  would  as  certainly  lead  to  error  as  to  generalise 
in  some  department  of  ph)rsical  science  without  regard  to  the 
fects  which  relate  to  it.  Whether  historical  facts  shall  be 
mere  antiquarian  rubbish  or  useful  knowledge  depends 
mainly  on  our  selection  and  the  use  we  make  of  it  Some 
rubbish  is  only  useful  matter  in  the  wrong  place. 

The  reasoning  faculty  is  largely  exercised  in  the  study  of 
history  in  the  generalisation  of  facts,  in  tracing  the  connexion 
between  causes  and  their  effects,  in  the  investigation  of 
laws,  in  the  application  of  general  principles  to  particular 
cases,  and  in  bringing  the  knowledge  of  the  past  to  bear 
upon  the  problems  of  the  present.  In  mathematics  the 
facts  from  which  we  have  to  argue  are  all  given  us  ;  in 
physical  science  they  are  capable  of  the  nicest  verification  ; 
but  in  history  we  have  to  exercise  the  greatest  care  to  make 
sure  of  our  facts,  before  we  attempt  to  reason  from  them ; 
we  have  to  measure  and  balance  probabilities — a  much 
more  delicate  matter  than  using  the  scales  and  the  crucible 
of  the  chemist — and  to  draw  our  inferences  from  experi« 
ments  which  we  have  no  power  to  control. 
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CHAPTER  11. 

THE  SELECTION  OF  FACTS. 

There  is  a  wide  difference  in  the  importance  of  historical 
facts,  some  of  them  deriving  their  chief  interest  from  their 
power  to  satisfy  our  curiosity,  while  others,  having  mo- 
mentous and  far-reaching  consequences,  are  capable  of 
teaching  valuable  lessons.  The  teacher  must  be  guided  in 
the  selection  of  the  facts  which  he  brings  before  his  pupils 
by  the  ultimate  aims  of  his  teaching. 

In  studying  the  history  of  a  country  at  any  period  it  is 
essential  that  we  should  know — 

1.  The  geographical  position  of  the  country,  its  climate, 
the  character  of  its  surface,  its  natural  productions,  its  means 
of  communication,  natural  and  artificial,  and  generally  all 
those  physical  environments  which  condition  the  activities 
of  its  inhabitants ; 

2.  The  origin  and  characteristics  of  the  people  or 
peoples  occupying  the  country ; 

3.  The  extent  of  the  population,  which  will,  of  course, 
largely  depend  on  the  means  of  subsistence ; 

4.  The  pursuits,  manufactures,  commerce,  wealth,  food, 
clothing,  and  habitations  of  the  people ; 

5.  The  stage  of  mental  cultiure  which  they  have  reached, 
as  indicated  by  the  diffusion  of  learning  and  the  degree  of 
development  of  art  and  literature  ; 

6.  The  religious  opinions  of  th^  ^^o^\<^  ^xA  "^^  '^J^^ 


s 
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sophical  theories  in  fashion  (both  of  them  powerful  factors 
in  determining  human  conduct) ; 

7.  The  grades  of  society  and  the  relations  subsisting 
between  them  3 

8.  The  form  of  government  and  the  machinery  by 
which  the  various  functions  of  government  were  dis- 
charged ; 

9.  The  biographies  of  the  great  contemporary  leaders 
of  the  nation,  whether  sovereigns  or  subjects  ; 

10.  The  international  relations  between  the  coimtry  and 
other  countries. 

In  short,  we  want  to  know  all  the  forces,  physical,  in- 
tellectual, moral  and  spiritual,  internal  and  external,  which 
had  contributed  to  make  the  country  what  it  was  at  the 
period  under  investigation,  and  were  then  contributing  to 
shape  its  future.^ 


*  *That  which  constitutes  history,  properly  so  called,'  says  Mr. 
Herbert  Spencer,  *  is  in  great  part  omitted  from  works  on  this  subject. 
Only  of  late  years  have  historians  commenced  giving  us,  in  any  con- 
siderable quantity,  the  truly  valuable  information.  As  in  past  ages  the 
king  was  everjrthing  and  the  people  nothing,  so  in  past  histories  the 
doings  of  the  king  fill  the  entire  picture,  to  which  the  national  life  forms 
but  an  obscure  background ;  while  only  now,  when  the  welfare  of 
nations  rather  than  of  rulers  is  becoming  the  dominant  idea,  are  his- 
torians beginning  to  occupy  themselves  with  the  phenomena  of  social 
progress.  The  thing  it  really  concerns  us  to  know,  is  the  natural  history 
of  society.  We  want  all  facts  which  help  us  to  understand  how  a  nation 
has  grown  and  organised  itself.  Among  these,  let  us  of  course  have  an 
account  of  its  government ;  with  as  little  as  may  be  of  gossip  about  the 
men  who  officered  it,  and  as  much  as  possible  about  the  structure, 
principles,  methods,  prejudices,  corruptions,  etc.,  which  it  exhibited  : 
and  let  this  account  include  not  only  the  nature  and  actions  of  the  cen- 
tral government,  but  also  those  of  local  governments,  down  to  their 
minutest  ramifications.  Let  us  of  course  have  a  parallel  description  of 
its  ecclesiastical  government — its  organisation,  its  conduct,  its  power, 
its  relations  to  the  State ;  and  accompanying  this,  the  ceremonial,  creed, 
and  religious  ideas — not  only  those  nominally  believed,  but  those  really 
believed  and  acted  upon.  Let  us  at  the  same  time  be  informed  of  the 
control  exercised  by  class  over  class,  as  displayed  in  social  observances — 
in  titles,  salutations,  and  forms  of  address.  Let  us  know,  too,  what 
were  all  the  other  customs  which  regulated  the  popular  life  out-of-doors 
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I.  The  relations  between  the  physical  geography 
of  a  country  and  its  history. — *  Give  me  the  physical 
features  of  a  country/  said  Dr.  Arnold,  *and  I  will  tell  you 
its  history/  Human  conduct  is  not,  like  the  direction  of  a 
river,  wholly  directed  by  external  forces,  but  it  is  largely 
influenced  by  them,  as  we  may  see  from  the  widely-differing 
characteristics  of  nations  living  under  different  conditions, 
and  from  the  changes  which  the  same  nation  undergoes 
when  its  physical  environments  have,  by  migration  or  other 
causes,  been  altered.  The  dweller  on  plains  is  a  very 
different  being  from  the  hardy  mountaineer  ;  the  enervated 
descendants  of  the  races  who,  from  time  to  time,  have 
invaded  India  from  the  north  are  very  different  from  their 
hardy  forefathers,  who  lived  in  a  colder  clime,  where  Nature 
was  less  lavish  in  her  gifts. 

Situation. — The  isolation  of  England  from  the  rest  of 
the  continent  has  been  a  valuable  means  of  protection  to  it, 
and  has  helped  at  the  same  time  to  give  its  people  and  in- 


and  in-doors :  including  those  concerning  the  relation  of  the  sexes,  and 
the  relations  of  parents  to  children.  The  superstitions,  also,  from  the 
more  important  myths  down  to  the  charms  in  common  use,  should  be 
indicated.  Next  should  come  a  delineation  of  the  industrial  system : 
showing  to  what  extent  the  division  of  labour  was  carried ;  how  trades 
were  regulated,  whether  by  caste,  guilds,  or  otherwise ;  what  was  the 
connection  between  employers  and  employed ;  what  were  the  agencies 
for  distributing  commodities ;  what  were  the  means  of  communication ; 
what  was  the  circulating  medium.  Accompanying  all  which  should  be 
given  an  account  of  the  industrial  arts,  technically  considered  :  stating 
the  processes  in  use,  and  the  quality  of  the  products.  Further,  the 
intellectual  condition  of  the  nation  in  its  various  grades  should  be  de- 
picted ;  not  only  with  respect  to  the  kind  and  amount  of  education,  but 
with  respect  to  the  progress  made  in  science,  and  the  prevailing  manner 
of  thinking.  The  degree  of  aesthetic  culture,  as  displayed  in  architec- 
ture, sculpture,  painting,  dress,  music,  poetry,  and  fiction,  should  be 
described.  Nor  should  there  be  omitted  a  sketch  of  the  daily  lives  of 
the  people — their  food,  their  homes,  and  their  amusements.  And  lastly, 
to  connect  the  whole,  should  be  exhibited  the  morals,  theoretical  and 
practical,  of  all  classes :  as  indicated  in  their  laws^  habits,  proverbs, 
deeds. ' 
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stitutions    distinctive  characters.     Well  might  Shakspere 
make  John  of  Gaunt  speak  of — 

This  earth  of  majesty,  this  seat  of  Mars, 
This  other  Eden,  demi-paradise, 
This  fortress  built  by  Nature  for  herself 
Against  infection  and  the  hand  of  war, 
This  happy  breed  of  men,  this  little  world, 
This  precious  stone  set  in  the  silver  sea, 
Which  serves  it  in  the  office  of  a  wall 
Or  as  a  moat  defensive  to  a  house, 
Against -the  envy  of  less  happier  lands. 

Waves  of  military  conquest  and  social  disturbance,  that 
have  spread  uninterruptedly  over  the  Continent,  have  been 
arrested  at  the  straits  of  Dover.  Other  capitals  have  been 
again  and  again  occupied  by  a  foreign  foe,  but  no  stranger 
army  has  ever,  since  the  Norman  Conquest,  trod  the  streets 
of  London.  On  the  other  hand,  our  neighbourhood  to  the 
Continent  has  not  been  without  its  effects  on  our  history. 
It  allowed  of  our  benefiting  by  the  advancing  civilisation 
of  the  rest  of  Europe,  without  the  loss  of  the  distinctive 
character  of  our  own  institutions;  it  facilitated  invasion 
both  on  our  own  side  and,  in  early  times,  on  the  side  of  the 
Continent ;  it  favoured  commercial  intercourse.  As  the 
means  of  communication  between  country  and  country  are 
rendered  easier,  England  will  be  inevitably  subjected  more 
and  more  to  continental  influences.  The  insularity  of 
England  helps  to  explain  its  vulnerability,  at  a  time  when 
we  had  no  navy,  to  external  enemies,  who,  as  in  the  case 
of  the  Saxons  and  the  Danes,  could  descend  upon  any 
part  of  the  shore,  and  often  escape  opposition  by  taking 
advantage  of  the  uncertainty  of  their  point  of  landing. 

Nor  should  we  forget  the  vast  influence  that  has  been 
exerted  by  our  maritime  position  on  the  pursuits  of  the 
people,  and  the  discipline  which  it  has  afforded  them  in  the 
arts  of  peaceful  navigation  and  of  sea-fighting. 

Britannia  needs  no  bulwarks. 

No  towers  along  the  steep ; 
Her  march  is  o'er  the  mountain  waves ; 

Her  home  is  on  \\i^  ^ee^* 
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Climate. — ^The  dimate  of  England  is  highly  ^vouiable 
for  the  development  of  a  hardy  and 'energetic  race,  capable 
of  bearing  extremes  of  heat  and  cold,  and  well  fitted,  there- 
fore, for  the  colonisation  of  an  empire  whose  limits  are 
now  world-wide. 

Surface. — ^The  varying  sur&ce  of  the  comitry  has 
affected  the  distribution  of  the  population  and  their  pur- 
suits, and  has  powerfully  influenced  the  course  of  events. 
The  mountains  of  Scotland  and  Wales,  the  forests  of 
Nottingham,  the  fens  of  the  eastern  counties,  and  the  low- 
lying  lands  of  Somersetshire,  have  each  their  story  to  tell 
as  factors  in  English  history.* 

Productions. — The  productions  of  a  country,  them- 
selves largely  dependent  on  the  character  of  the  climate 
and  surfece,  exercise  the  most  powerful  influence  on  the 
distribution  and  pursuits  of  its  people,  on  its  industry  and 
wealth,  and,  through  them,  on  its  civilisation  and  its  inter- 
national relations.  Wool,  the  ancient  staple  of  England, 
powerfully  contributed  to  shape  our  policy  in  the  middle 

*  Speaking  of  the  surface  of  the  country  at  the  Norman  Conquest, 
Milner  says  :  *  The  area  oft  he  cleared  ground  and  tilled  soil  was  utterly 
insignificant'  compared  with  the  vast  extent  of  forest,  marsh,  and  moor- 
land, sixty-eight  royal  forests,  various  chases,  having  come  into  the 
hands  of  the  conqueror.  Millions  of  acres  of  what  are  now  rich  meadow 
or  arable  land  were  then  natural  woods  or  morasses.  The  sea  rolled 
over  the  greater  part  of  the  present  fertile  tract  of  Romncy  Mar»h  In 
Kent ;  but  where  it  now  lies  sixteen  feet  deep  at  low  water  on  the 
coast  of  Suffolk,  stood  the  Saxon  Dunwich,  the  scat  of  a  bishopric. 
Rivers  flowing  in  our  time  in  well-defined  channels,  consequent  ui)Oii 
artificial  embankments,  once  spread  out  their  waters  in  immense  slu((- 
gish  pools,  as  was  remarkably  the  case  with  the  Thames  below  lx>iulon, 
the  Ouse,  and  the  other  streams  of  the  Wash.  To  the  last'namecl 
district,  the  fen  country,  which  has  no  attractions  now  for  the  nmnnw.r 
tourist,  our  forefathers  had  a  singular  affection,  owing  prot^ibly  to  its 
difHcidt  access,  and  abundance  of  fish.  It  then  resembled  a  vast  l«k« 
interspersed  with  islands,  willow  ^oves  lining  their  UmUsrn,  while 
almost  every  patch  of  soil  was  occupied  with  husbandry.    'ITie  *  *  mtltn- 


every  patch  of  soil  was  occupied 
lens  "  of  after-ti 
ing  the  beautiM  west 


choly  fens  "of  after-times  are  spoken  of  by  an  early  cnronlcler.  Inhabit* 

t  of  England,  a»t\ie  vw«ki^J»ft  oil  ^Cc\fc>i^»^^       '^! 


412  HOW  TO  TEACH  HISTORY. 

ages;  cotton  and  coal  and  iron  largely  affect  our  policy 
still.  It  is  a  serious  matter,  for  instance,  to  engage  in  a  war 
that  will  stop  the  looms  of  Lancashire  or  extinguish  the 
furnaces  of  Staffordshire  and  South  Wales,  and  statesmen 
are  obliged  to  give  these  considerations  their  full  weight. 

Means  of  communication. — The  means  of  internal 
and  external  communication  powerfully  affect  commerce, 
and,  through  commerce,  civilisation  generally.  A  river  is  a 
great  civiliser ;  a  sea  a  still  greater.  It  is  impossible  to  say 
what  we  owe  to  the  Ganges,  the  Nile,  and  the  Mediterranean. 
England  is  peculiarly  fortunate  as  regards  both  internal 
and  external  means  of  communication.  We  have  no  great 
mountain  barriers  isolating  one  part  of  the  country  from  the 
other  ;  we  have  numerous  navigable  rivers  and  estuaries, 
and,  where,  through  any  cause,  internal  communication  is 
not  easy,  we  have  always  the  sea  at  hand  to  convey  us 
from  one  part  of  the  coast  to  another. 

The  great  roads  *  constructed  by  the  Romans,  which 
intersected  the  country  in  all  directions,  were  not  only  of 
vast  service  from  a  military  point  of  view,  but  must  have 
largely  contributed  to  the  growth  of  the  towns  and  cities 
that  lay  along  their  routes.  As  the  course  of  English  history 
advances  it  becomes  necessary  to  take  notice  of  the  effects 
produced  by  the  invention  of  canals,  the  employment  of 
steam,  and  the  construction  of  railways.  We  are  now  prac- 
tically as  near  America  as  we  formerly  were  to  the 
Continent. 

*  Watling  Street  proceeded  from  the  ports  of  Kent  to  Canterbury, 
thence  by  Rochester  to  London,  St.  Albans,  Dunstable,  Stony  Strat- 
ford, Towcester,  and  Wroxeter  on  the  Severn.  Another  branch  of  it 
passed  through  Chester  and  connected  Wales  and  Scotland. 

Ryknield  Street  ran  through  York  and  Derby  and  connected  the 
North  of  England  with  South  Wales. 

Iknield  Street  ran  from  the  E.  Coast  near  Yarmouth  to  the  S.W. 

Irmin  Street  ran  from  the  Humber  to  the  coast  of  Sussex. 

The  Fosseway  ran  from  Totnes  in  Devonshire  by  Bristol,  Ciren- 
cester, Chipping  Norton,  Covenlty,  L.t\c^?.\et,^s\d  Newark  to  Lincoln. 
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2.  Race. — Races  have  distinctive  physical,  intellectual, 
and  moral  characteristics  just  as  families  have,  and  those 
characteristics  are  sure  to  assert  themselves  in  a  nation's 
histor)^  The  England  of  to-day  owes  something  to  the 
quickness  of  apprehension,  promptitude  in  action,  great 
impressibility  and  eager  craving  after  knowledge,  which 
Bishop  Lightfoot  describes  as  the  brighter  aspect  of  the 
Celtic  character ;  something  to  the  solid  common  sense, 
phlegmatic  temper,  and  indomitable  enterprise  of  the  German 
races  ;  something  to  the  bold  and  enterprising  spirit  of  the 
Northmen.  It  is  surprising  how  long  racial  characteristics 
persist.  The  descriptions  given  by  Caesar  of  the  Gauls,  and 
by  Tacitus  of  the  Germans,  are  as  applicable  to  their  de- 
scendants, after  an  interval  of  nearly  two  thousand  years,  as 
they  were  originally.  St.  PauFs  reproof  of  the  Galatians,  *  I 
marvel  that  ye  are  changing  so  quickly,'  suggests  the  very 
same  fickleness  of  purpose  which  distinguishes  the  modem 
Celtic  temperament. 

3.  Population. — In  thinking  of  the  past  history  of  a 
country  we  are  very  apt  to  transfer  to  the  past  a  condition 
of  things  which  belongs  exclusively  to  the  present.  We 
assume,  for  instance,  that  the  England  of  a  thousand  years 
ago  was  the  same  as  the  England  of  to-day.  The  fact  is 
there  have  been  many  Englands,  and  we  need  to  be  constantly 
reminded  of  the  changes  which  the  country  has  undergone. 
One  of  the  most  important  changes  has  been  in  the  extent 
of  the  population.  Whatever  be  the  period  of  history  we  are 
studying,  we  ought  to  have  a  fairly  accurate  conception  of 
the  extent  of  the  population,  so  as  to  be  able  to  answer  the 
question,  *Were  these  things  of  which  we  read  done  by 
many  men  or  by  few  ? '  The  teacher  may  find  some  diflliculty 
in  getting  information  on  the  subject  of  the  population  of 
England  in  bygone  days,  but  there  are  a  few  facts  with 
regard  to  it  which  every  teacher  should  have  at  command. 

The  total  population  of  England  ^.^^x  \3cv^  ^'^^'^^aJw^^^s.  ^ 
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the  northern  counties  by  the  Conqueror  has  been  estimated 
at  1,700,000  souls.  York  appears  from  Domesday  Book 
to  have  contained,  under  the  Conqueror,  about  10,000 
inhabitants ;  the  population  of  Winchester  was  probably 
nearly  20,000,  and  that  of  London  was  higher  still.  Between 
the  reign  of  the  Conqueror  and  the  compilation  of  Domesday 
Book  the  number  of  inhabited  houses  had  fallen  in  York 
from  1,607  to  967  ;  in  Oxford  from  721  to  243 ;  in  Dorchester 
from  172  to  100  ;  in  Derby  from  243  to  103  ;  and  in 
Chester  from  487  to  205.  A  rough  census  made  in  1378 
makes  the  population  amount  to  2,300,000.  A  still  rougher 
one  in  1588  makes  it  about  4,400,000.^  The  population  of 
London  under  Henry  VII.  was  probably  60,000.  By  the 
end  of  Elizabeth*s  reign  it  probably  exceeded  150,000, 
having  been  greatly  augmented  by  the  influx  of  foreign 
refugees.  In  1567  the  number  of  foreigners  in  London  was 
2,730.  Ten  years  later  it  was  8,190.  Macaulay  estimates 
the  population  of  England  in  James  II.*s  reign  at  between 
5,000,000  and  5,500,000.  In  1 80 1  it  had  reached  8,300,000. 
It  is  now  probably  over  24,000,000. 

The  distribution  of  the  population  is  another  important 
fact,  of  which  the  student  of  history  constantly  has  to  take 
cognisance.  The  population  will,  as  a  rule,  vary  in  density 
with  the  direct  and  indirect  means  of  subsistence  which 
localities  afford,  and  shifts  about  very  considerably  in  course 
of  time.  Large  towns  dwindle  into  insignificance  ;  districts 
once  teeming  with  population  are  deserted ;  while  new 
towns  spring  into  importance  with  mushroom  rapidity. 
The  increase  of  the  population  in  the  manufacturing  dis- 
tricts of  Lancashire  and  Yorkshire  during  the  last  two 
hundred  years  is  very  remarkable.  In  1841  the  archi- 
episcopal  province  of  York  contained  two-sevenths  of  the 
population  of  England.  In  1688  it  contained  only  one- 
seventh.     In  Lancashire  the  population  had  increased  in 

*  Hallam's  Hists  of  Eng.  1.  8,  note. 
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the  interval  ninefold  ;  while  in 'Norfolk,  Suffolk,  and  North- 
amptonshire it  had  scarcely  doubled.^ 

4.  Pursuits,  Manufactures,  Commerce,   etc. — 

Knowledge  under  these  heads  is  necessary  to  enable  us  to 
understand  the  occupations  of  the  people,  the  countries 
with  which  they  were  brought  into  contact,  the  sources  and 
extent  of  their  wealth,  and  the  interests  they  had  at  stake. 
Drawings  and  pictures  will  be  found  of  great  value  in  illus- 
trating many  of  these  points.  In  the  absence  of  such  aids 
the  teacher  should  endeavour  to  give  graphic  pictures  of  the 
chief  trades,  of  the  markets  and  fairs,  of  the  ships  in  which 
we  exported  and  imported  our  merchandise,  and  of  the 
foreign  parts  which  we  visited.  What  a  flood  of  light  the 
dialogues  of  ^Ifric  throw  on  Anglo-Saxon  society  !  ^  How 
instructive  it  is,  again,  to  know  that  the  implements  used  in 

^  Macaulay's  Hist,  of  Eng.  i.  298. 

2  We  subjoin  a  few  specimens  to  illustrate  the  remark  in  the  text. 
The  ploughman  says,  *  I  labour  much.  I  go  out  at  daybreak,  urging 
the  oxen  to  the  field,  and  I  yoke  them  to  the  plough.  It  is  not  yet  so 
stark  winter  that  I  dare  keep  close  at  home,  for  fear  of  my  lord,  but  the 
oxen  being  yoked  and  share  and  coulter  fastened  on,  I  ought  to  plough 
every  day  an  entire  field  or  more.  I  have  a  boy  to  threaten  the  oxen 
with  a  goad,  who  is  now  hoarse  through  cold  and  bawling.  I  ought 
also  to  fill  the  bins  of  the  oxen  with  hay,  and  water  them,  and  carry  out 
their  soil.'  The  following  colloquy  takes  place  with  a  fisherman: — 
*  What  gettest  thou  by  thine  art  ?  Big  loaves,  clothing,  and  money. 
How  do  you  take  them  ?  I  ascend  my  ship  and  cast  my  nets  into  the 
river  ;  I  also  throw  in  a  hook,  a  bait,  and  a  rod.  Suppose  the  fishes  are 
unclean?  I  throw  the  unclean  out  and  take  the  clean  for  food.  Where 
do  you  sell  your  fish  ?  In  the  city.  Who  buys  them  ?  The  citizens  ; 
I  cannot  take  so  many  as  I  can  sell.  What  fishes  do  you  take  ?  Eels, 
haddocks,  minnies,  and  eel-pouts,  skate  and  lampreys,  and  whatever 
swims  in  the  river.  Why  do  you  not  fish  in  the  sea  ?  Sometimes  I 
do ;  but  rarely,  because  a  great  ship  is  necessary  there.  What  do  you 
take  in  the  sea  ?  Herrings  and  salmons,  porpoises,  sturgeons,  ojrsters 
and  crabs,  mussels,  winkles,  cockles,  flounders,  plaice,  lobsters  and 
such  like.  Can  you  take  a  whale?  No,  it  is  dangerous  to  take  a 
whale ;  it  is  safer  for  me  to  go  to  the  river  with  my  ship  than  to  go  with 
many  ships  to  hunt  whales.  Why  ?  Because  it  is  more  pleasant  for 
me  to  take  fish  which  I  can  kill  with  one  blow;  yet  many  take  whales 
without  danger,  and  then  they  get  a  great  price ;  but  I  dare  not  from  the 
fearftilness  of  my  mind.* 
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cultivating  the  earth,  the  '  plough/  the  *  share,*  the  *  rake,' 
the  'scythe,'  the   *  harrow,'  the  *wain,'  the   'sickle,'    the 

*  spade,'  are  all  called  by  Anglo-Saxon  names !    So  too  are 
the  main  products  of  the  earth,  as  *  wheat,'  *rye,'  *oats,' 

*  barley,'  *  grass,'  *  flax,'  *  hay,'  *  straw,'  *  weeds.'    (See  Trench 

*  On  Words,'  p.  120.)  The  illuminations  of  old  books,  tapes- 
tries, and  contemporary  literature  throw  much  light  on  these 
points,  as  on  many  others.  A  tenth-century  calendar  illus- 
trates rural  life  by  drawings  at  the  head  of  each  month, 
representing  the  farming  occupation  peculiar  to  the  season 
(Sharon  Turner's  *  History  of  the  Anglo-Saxons,*  ii.  546). 
The  Bayeux  tapestry  illustrates  the  shipping,  buildings, 
armour,  costumes,  modes  of  warfare,  and  many  other  points. 
The  prologue  to  Chaucer's  *  Canterbury  Tales '  is  full  of 
valuable  pictures  of  the  age  to  which  it  refers,  and  inciden- 
tally throws  a  great  deal  of  light  on  the  occupations  of  the 
people.  The  Knight,  the  Squire,  the  Yeoman,  the  Prioress, 
the  Monk,  the  Friar,  the  Franklin,  the  Cook,  the  Shipman, 
the  Doctor,  the  Wife  of  Bath,  the  Ploughman,  the  Miller,  the 
Manciple,  the  Reeve,  are  there  all  portrayed  in  the  most 
vivid  colours.  The  picture  of  the  Shipman  well  illustrates 
the  extent  of  the  commerce  of  the  day. 

Full  many  a  draught  of  wine  had  he  drawn 

From  Bourdeaux-ward,  while  that  the  chapman  slept. 

He  knew  well  all  the  havens  as  they  were 
From  Scotland  to  the  Cape  of  Finisterre, 
And  every  creek  in  Bretagne  and  in  Spain. 

The  extent  of  the  revenue^  the  condition  of  the  arts^  the 
archiiecturey  the  food^  the  costumes ^  habitations ^  and  oma- 
merits  of  the  people,  also  throw  considerable  light  on  the 
wealth  and  commerce  of  the  country.  Even  incidental 
statements  on  these  points  have  frequently  a  valuable  signifi- 
cance. Thus  Chester  is  mentioned  in  Domesday  Book  as 
yielding  to  the  Crown  a  revenue  of  fifty-five  pounds  and  a 
certain  number  of  marten  skins  imported  from  Ireland. 
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Here  we  have  some  measure  of  the  amount  of  trade  carried  on 
at  a  now  important  city,  with  an  indication  of  the  intercourse 
subsisting  at  the  time  between  England  and  Ireland,  both  of 
them  facts  well  worth  noticing.  It  is  instructive  to  know 
that  the  subsidy  of  which  we  read  so  much  in  the  days  of 
the  Tudors  and  Stuarts  brought  in  less  than  80^00/.  The 
income  of  the  Lancastrian  kings,  available  for  their  private 
use,  must  have  been  considerably  less  than  that  of  many 
private  gentlemen  of  the  present  day.  The  whole  annual 
revenue  of  the  Crown  so  late  as  the  reign  of  Charles  II.  did 
not  exceed  1,400,000/.  Out  of  that  sum  the  expense  of  the 
army,  navy,  ordnance,  and  the  maintenance  of  the  fortress 
of  Tangier,  besides  the  civil  list,  had  to  be  defrayed. 

The  food  of  the  people  is,  to  some  extent,  a  measure  of 
the  advance  of  civiUsation.  In  Anglo-Saxon  times,  though 
wheaten  bread  was  eaten,  the  yield  of  wheat  was  often 
exhausted  before  the  harvest  came  round  again,  for  mention 
is  made  of  the  monks  of  the  Abbey  of  St.  Edmund  eating 
barley  bread  because  they  were  unable  to  get  wheaten.  The 
word  bacon  carries  us  back  to  the  days  in  which  the  swine 
were  fed  with  the  beech-xQz.^\.  (whence  bacon)  of  our  woods 
and  forests.  It  is  a  significant  fact,  which  has  been  often 
pointed  out,  that  the  names  of  almost  all  our  commonest 
animals,  as  long  as  they  are  alive,  are  Saxon,  but  when 
dressed  Norman,  showing  clearly  that  the  Saxon  hind  had 
the  tending,  whilst  his  Norman  master  enjoyed  the  eating  of 
them  ;  while  ox,  steer,  cow,  calf,  sheep,  deer,  fowl  are  Saxon, 
beef,  veal,  mutton,  venison,  pullet  are  Norman.  The  writer 
of  *  The  Vision  of  Piers  Plowman,'  who  lived  in  Edward 
III.'s  reign,  says  that  when  the  new  com  began  to  be  sold, 

Would  no  beggar  eat  bread  that  in  it  beans  were. 

Chaucer's  description  of  the  Franklin  gives  us  some  idea 
of  the  growing  luxury  of  the  well-to-do  class  : — 

His  bread,  his  ale,  was  always  after  one ; 
A  better  envined  man  was  nowhftt^  tkcrcw^. 
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Without  bake-meat  was  never  his  house. 
Of  flesh  and  fish,  and  that  so  plenteous. 
It  snowed  in  his  house  of  meat  and  drink, 
Of  all  dainties  that  men  could  think. 
After  the  sundry  seasons  of  the  year. 
He  changed  them  at  meat  and  at  supper. 
Full  many  a  fat  partridge  had  he  in  mew. 
And  many  a  bream,  and  many  a  luce  in  stew. 
Woe  was  his  cook,  but  if  his  sauce  were 
Poignant  and  sharp,  and  ready  all  his  gear. 

Costume  is  notoriously  subject  to  fashion.  Its  variations 
are  best  exhibited  by  means  of  pictures.  Though  the  sub- 
ject is  scarcely  worth  attention  for  its  own  sake,  it  fre- 
quently bears  testimony  to  historical  facts  of  much  signifi- 
cance. A  French  round  hose,  an  Italian  doublet,  a  (German 
bonnet,  a  Croat  cravat,  may,  like  straws,  show  how  the  wind 
blows.  Costumes  certainly  help  us  to  picture  the  men  and 
women  of  the  past  A  story  is  told  of  Thackeray  that, 
wanting  to  collect  some  information  about  General  Wolfe, 
he  went  to  one  of  the  large  London  libraries  and  asked  the 
librarian  to  direct  him  to  books  that  would  be  of  service 
to  him  for  the  purpose.  '  I  don't  want  books,'  he  said,  '  to 
tell  me  where  he  was  born  and  when  he  died  and  so 
forth ;  those  I  can  get  anywhere ;  I  want  a  book  that  will 
tell  me  what  kind  of  breeches  he  wore.'  He  evidently 
wanted  to  get  a  definite  idea  of  what  the  external  man 
was  like.  The  teacher  must,  of  course,  use  discretion  in 
the  degree  of  prominence  which  he  gives  to  these  matters 
in  his  teaching.  The  history  of  costume  is  only  a  small 
fragment  of  history,  but  is  one  in  which  children  take  a 
deep  interest. 

Of  the  architecture  of  the  past  we  have  precious  remains 
which  are  almost  everywhere  accessible.  Cathedrals,  abbeys, 
churches,  castles,  mansions,  palaces  are  histories  in  them- 
selves, recording  the  condition  of  society,  the  religious 
opinions,  the  wealth  and  the  civilisation  of  the  ages  in  which 
they  were  produced.  Many  of  our  old  towns  afford  speci- 
mens  of  the  ordinary  domesl\c\v^.b\fca.t.\oxvsof  our  forefathers. 
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The  occasional  discovery  of  old  Roman  remains  carries  us 
still  further  back. 

In  few  things  have  greater  advances  been  made  of  late 
than  in  domestic  comforts.  Holinshed^  an  historian  of 
Elizabeth's  reign,  speaking  of  times  quite  recent,  says:  *If  it 
were  so  that  the  good  man  of  the  house  had,  within  seven 
years  after  his  marriage,  purchased  a  mattress  or  flock-bed 
and  thereto  a  sack  of  chaff  to  rest  his  head  upon,  he  thought 
himself  to  be  as  well  lodged  as  the  lord  of  the  town,  who, 
peradventure,  lay  seldom  on  a  bed  of  down  or  whole 
feathers.  As  for  servants,  if  they  had  any  sheet  above 
them  it  was  well,  for  seldom  had  they  any  under  their 
bodies  to  keep  them  from  the  pricking  straws  that  ran  oft 
through  the  canvas  of  the  pallet,  and  rased  their  hardened 
hides.'  Wherever  museums  are  accessible  children  should 
be  encouraged  to  go  and  see  for  themselves  the  relics  of 
bygone  days.  They  would  learn  more  of  Roman  dvilim- 
lion  from  the  examination  of  a  case  in  a  local  museum  than 
from  any  amount  of  reading. 

5.  Mental  culture. — Some  knowledge  of  the  extent  to 
which  the  human  mind  had  been  cultivated  and  knowledge 
diffused  is  indispensable  to  the  proper  understanding 
of  what  any  past  age  was  and  achievcrl.  Knrmledge 
is  power,  and  conditions  both  the  aims  f>f  a  nation  and 
the  means  by  which  it  is  enabled  to  accomf>lish  its  aim«. 
How  much  is  explained  of  the  condition  of  I'.ngland  in 
Alfred's  time  by  his  simple  statement,  with  regard  to  the 
ignorance  of  the  clergy  in  the  early  part  of  his  rdgn,  *  that 
there  were  very  few  on  this  side  the  Humber  who  could 
understand  their  service  in  English,  or  declare  forth  an  ^mi\Q 
out  of  Latin  into  English ;  and  I  think  that  there  were  not 
many  beyond  Humber ;  so  few  such  there  were,  that  I 
cannot  think  of  a  single  one  to  the  south  of  the  Thames 
when  I  began  to  reign.'  Again,  how  closely  connected  is 
the  revival  of  learning  in  England  vti  iVvt  ^x%X.  \n5^  ^  "^^^^ 

K  p.  2 
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sixteenth  centuiy  with  the  Reformation  in  the  second  half,  and 
the  political  revolution  in  the  seventeenth  century !  We  can 
scarcely  understand  what  a  difference  it  must  have  made  to 
men  to  have  had  suddenly  thrown  open  to  them  the  vast 
treasures  of  the  literatures  of  Greece  and  Rome.  Yet  it  is 
obvious  that  our  own  literature  could  never  have  made  such 
gigantic  strides  as  it  did  in  the  sixteenth  century,  had  it  not 
been  for  the  models  for  imitation  which  classical  literature 
supplied. 

Geographical  discovery  and  the  advance  of  physical 
science  operate,  like  all  other  departments  of  knowledge,  in 
stimulating  enterprise  and  intellectual  activity,  and  exert  a 
powerful  influence  on  trade  and  commerce.  The  discovery 
of  the  route  to  India  round  the  Cape  of  Good  Hope  ruined 
tlie  trade  of  Venice  and  Genoa.  The  discovery  of  America 
introduced  an  entirely  new  factor  into  modem  civilisation. 
The  formation  of  our  colonial  empire  has  been  wholly  the 
work  of  the  last  three  centuries.  The  invention  of  the 
steam  engine  and  the  practical  applications  of  electricity 
are  destined  to  produce  changes  in  society  beside  which 
the  greatest  wars  of  bygone  days  sink  into  insignificance. 

6.  Religion. — It  is  not  surprising  that  men's  religious 
opinions,  which  concern  their  most  vital  interests,  should 
exert  a  powerful  influence  on  their  conduct.  Practice  is 
only  the  corollary  of  inner  belief.  The  morality  of  a  people 
is  only  the  earthward  side  of  its  religion.  The  desperation 
with  which  the  ancient  Britons  faced  death  has  always  been 
reasonably  connected  with  their  belief  in  the  transmigration 
of  souls.  The  introduction  of  Christianity  into  Britain 
operated  still  more  powerfully  on  its  civilisation  and  policy 
than  Druidism.  Religion  was  one  of  the  main  motives  of 
the  Crusades ;  the  religious  orders  ^  were,  as  in  the  middle 

»  *A  writer  much  inclined  to  partiality  towards  the  monasteries 
says  that  they  held  not  one-fifth  part  of  the  kingdom ;  no  insignificant 
|k      patrimony.' — Macaulay's  Hist,  of  Eng,  i.  69. 
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ages,  one  of  the  most  important  elements  of  society ;  re- 
ligious opinions  brought  about  the  great  changes,  not  only  of 
thp  Reformation,  but  of  the  Revolution  also ;  our  religious 
belief  helps  to  explain  the  moral  characteristics  of  the  nation 
and  much  of  its  policy.  The  effect  of  philosophy  upon  the 
age  in  which  it  is  in  vogue  is  mainly  perceptible  during 
the  last  two  centuries,  but  more  especially  in  the  last  cen- 
tury. Much  of  our  recent  legislation  is  the  outcome  of 
philosophical  speculation. 

7.  Society. — The  grades  of  society  grow  out  of  its 
history  and  help  to  illustrate  it.  The  conquered  Briton 
becomes  the  Saxon's  slave ;  the  conquered  Saxon  became 
the  Norman's  villein.  It  is  highly  important  that  the  pupil 
should  know  what  was  the  composition  of  society  at  dif- 
ferent periods,  what  were  the  origin  and  position  of  each 
grade,  how  the  lines  which  separated  classes  were  gradually 
overstepped  and  effaced,  and  how  far  English  society  in  the 
present  day  preserves  traces  of  its  constituents  in  the  past 
The  extinction  of  villeinage,  the  break-up  of  the  feudal 
system,  the  development  of  our  towns,  and  the  growth  of 
our  middle  class,  are  some  of  the  most  important  chapters 
in  our  Constitutional  History.  Works  of  fiction  like 
*  Harold,'  '  Ivanhoe,'  and  *  The  Last  of  the  Barons,'  read 
occasionally  for  recreation,  would  give  fairly  accurate  notions 
on  many  of  these  points. 

8.  Government. — The  form  of  government  in  Eng- 
land has  undergone  great  changes.  It  is,  at  present,  the 
envy  of  the  world,  but  it  has  only  reached  this  perfection  by 
slow  degrees.  Well  might  our  poet-laureate  say  of  Eng- 
land— 

It  is  the  land  that  freemen  till, 
That  sober-suited  Freedom  chose, 
The  land  where,  girt  with  friends  or  foes, 

A  man  may  speak  the  thing  he  will ; 
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A  land  of  settled  government, 
A  land  of  just  and  old  renown, 
Where  Freedom  broadens  slowly  down 

From  precedent  to  precedent. 

Where  faction  seldom  gathers  head, 
But  by  degrees  to  fulness  wrought. 
The  strength  of  some  diffusive  thought 

Hath  time  and  space  to  work  and  spread. 

Every  safeguard  of  our  liberties  that  we  enjoy  has  been 
again  and  again  contested,  and  has  been  dearly  bought  and 
held.  It  is  needless  to  point  out  how  closely  the  welfare 
of  a  country  is  bound  up  with  its  form  of  government  There 
are  some  virtues  that  can  never  flourish  under  a  despotism ; 
there  are  some  evils  that  are  inseparable  from  it.  We 
are,  to  a  large  extent,  what  our  government  makes  us ;  and 
patriotism  dictates  that  each  generation  should  grow  up 
with  a  full  knowledge  of  the  privileges  of  which  it  is  at  once 
the  heir  and  guardian. 

9.  Biographies     of    contemporary     leaders.— 

Hitherto  the  history  of  England,  as  treated  in  schools,  has 
been  little  more  than  a  string  of  biographies  of  the  kings, 
the  assumption  being  that  the  kings  represented  the  nation, 
and  that  the  history  of  the  king  was  a  history  of  the  nation. 
To  a  certain  extent  this  assumption  was  well  founded,  the 
king  from  his  very  position  exercising  an  enormous  in- 
fluence over  the  destinies  of  the  nation  either  for  good  or 
evil  j  but  even  in  the  case  of  our  greatest  kings  the  extent 
of  their  personal  influence  is,  in  all  probability,  enormously 
exaggerated.  The  nation  must  have  greater  influence  on 
the  individual  than  any  individual,  however  great,  on  the 
nation. 

Over  and  above  the  biographies  of  her  monarchs,  the 

pupil  ought  to  be  familiar  with  the  biographies  of  those 

great  subjects  who  have  exercised  the  largest  influence  over 

the  nation.     Some  of  these   subjects,  like   Dunstan,  and 

Becket,  and  Wolsey,  "wei^  iai  mox^  m^>i^x»x\ali\vaji  niany  of 
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our  kings.  Some  of  them  were  the  real  kings  of  their 
day,  the  nominal  sovereigns  being  but  puppets  in  their 
hands.  Some  of  them,  by  their  vast  wisdom  and  foresight, 
*  still  rule  us  from  their  luns.'  Neither  the  one  class  of 
biographies  nor  the  other  should  admit  petty  details,  that 
throw  no  light  on  the  character  or  the  age,  and  do  not  even 
contribute  to  the  local  colouring  of  an  historical  picture. 
That  a  certain  king  died  from  eating  too  freely  of  lampreys 
may  convey  a  valuable  lesson  on  the  dangers  of  glut- 
tony, but  it  is  not  the  kind  of  lesson  which  history  is 
specially  intended  to  teach.  So  again  it  is  more  or  less  in- 
teresting to  know  that  another  king  had  six  wives  ;  but  the 
number  of  his  wives  is  a  trivial  detail  in  the  history  of 
England,  Such  facts  are  not  only  of  little  value  in  them- 
selves j  they  are  apt  to  withdraw  the  attention  from  those 
which  are  really  significant. 

Striking  and  suggestive  anecdotes  are  npt  to  be  despised. 
Such  as  throw  light  upon  the  lives  and  characters  of  im- 
portant persons,  the  manners  and  customs  of  the  age,  etc, 
should  always  be  preserved.  They  are  more  easily  re- 
membered than  dry  statements,  and  are  particularly  accept- 
able to  children.  The  greater  part  of  the  knowledge  of 
history  possessed  by  adults  will  be  found  to  consist  of  often- 
repeated  anecdotes. 

One  of  the  great  advantages  of  biographical  teaching  is 
its  unity ;  another  is  its  interest  j  another  is  its  convenience 
as  a  nucleus  for  incidental  teaching  on  a  number  of  other 
points.  History  proper  is  continuous.  One  year  runs  into 
another;  and  though  we  artificially  divide  the  history  of  a 
nation  into  periods,  yet  the  periods  have  not  that  marked 
unity  which  is  presented  by  a  single  life.  But  the  great 
value  of  biographies  to  the  teacher  lies  in  their  attraction. 
Children  take  more  interest  in  actual  men  and  women  than 
in  the  facts  of  sociology.  This  is  a  point  which  has  not 
been  sufficiently  considered  by  those  who  condemn  the 
biographical  teaching  of  history.     In  the  sekctjaj^  \iS5f 
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the  subject-matter  and  the  methods  of  our  teaching,  we 
must  be  guided  by  the  natural  tastes  of  children,  and 
endeavour  to  educate  them  through  those  natural  tastes. 
It  is  better  to  whet  the  mental  appetite  for  history  by  per- 
sonal stories  appealing  to  the  sympathies,  than  to  disgust 
children  with  the  subject  by  pressing  upon  them  matters  in 
which  they  take  no  interest  The  stories  of  Alfred  and 
Harold,  and  Hereward,  and  Bruce  and  Wallace,  may  lead  a 
child  to  enquire  into  the  various  characteristics  of  the  ages 
in  which  they  respectively  lived,  but  it  is  very  questionable 
whether  lessons  on  the  constitution,  commerce,  etc.,  would 
draw  him  to  enquire  into  the  lives  of  the  persons  by  whom 
our  history  has  been  moulded.  Moreover,  a  skilful  teacher 
will  convey  in  the  course  of  a  biographical  lesson  much 
valuable  information  on  other  points,  and  this  information 
will  make  the  deeper  impression  on  the  mind  from  its  per- 
sonal associations.  Lessons  on  Dunstan,  Becket,  Wolsey, 
Shakspere,  Sir  Thomas  Gresham,  Sir  Francis  Drake,  Raleigh, 
Sir  John  Eliot,  Milton,  Marlborough,  Newton,  Watt,  Stephen- 
son, would  afford  occasions  for  incidental  teaching  on  such 
points  as  the  condition  of  society,  the  relations  between 
Church  and  State,  the  growth  of  the  constitution,  trade  and 
commerce,  literature,  science,  etc. 

As  a  rule,  the  biographies  given  in  histories  are  confined 
to  meagre  lives  of  distinguished  statesmen,  ecclesiastics, 
soldiers,  and  sailors;  but  we  want,  in  addition  to  these, 
representative  lives  that  shall  illustrate  all  classes  of  society 
and  all  forms  of  national  activity. 

lo.  Foreign  influences.— Just  as  in  studying  the  life 
of  an  individual  it  is  important  to  know  what  were  his  social 
surroundings  and  who  were  his  contemporaries,  so  it  is 
important  in  studying  the  history  of  a  country  to  know 
what  was  the  condition  of  the  countries  by  which  it  was 
siUTOunded,  and  what  were  the  relations  which  subsisted 
betwQQU  it  and  them.    Co\mti\es  do  not  advance  abreast 
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in  the  march  of  civilisation.  From  various  causes  one 
country  often  gets  the  start  of  another  by  an  interval  of 
time  that  may  sometimes  be  measured  by  centuries.  It  is 
clear  that  where  such  an  interval  exists,  it  must  inevitably 
be  lessened  in  proportion  to  the  extent  of  the  intercourse 
between  the  two  countries  that  are  separated.  Foreign 
influences  may  be  considered  with  reference  to  national 
policy,  commerce,  the  arts,  literature,  religion,  philosophy, 
manners,  customs,  etc. 

In  the  earlier  periods  of  our  history  the  chief  foreign 
influences  to  which  we  were  subjected  were  those  exerted 
by  (i)  successive  invaders,  and  (2)  by  commerce.  Each 
new  people  who  settled  in  this  country  must  have  power- 
fully affected  the  character  of  the  composite  race  into  which 
it  was  merged,  and  must  have  brought  with  it  its  own  beliefs, 
manners,  customs,  etc.  The  Britons  are  not  to  be  con- 
founded with  the  fused  race  of  Britons  and  English,  nor 
that  with  the  fused  race  of  English  and  Normans.  Even 
less  extensive  infusions  of  foreign  blood,  such  as  the  immi- 
grations of  the  Flemings  in  the  reigns  of  Henry  I.  and 
Edward  III.,  of  the  Dutch  in  the  reign  of  Elizabeth,  of  the 
French  Protestants  in  the  reign  of  William  III.,  and  of 
political  refugees  in  our  own  time,  have  not  been  without 
their  effect  on  our  history.  To  the  Flemings  we  are 
indebted  for  improvements  in  the  manufacture  of  woollen 
cloths  ^  which  enabled  us,  first  of  all,  to  dispense  with  sending 
our  wool  to  be  made  up  abroad,  and  ere  long  to  compete 

*  Edward  III.  *  availed  himself  of  civil  dissensions  in  Flanders  to 
invite  its  artisans,  the  weavers,  and  dyers,  and  potters,  to  settle  in  the 
kingdom.  A  considerable  number  of  skille<l  workmen  came  over,  and 
the  following  distribution  of  manufactures  is  said  to  have  resulted  from 
the  immigration : — Norfolk,  fustians ;  Suffolk,  baize ;  Essex,  says  and 
serges ;  Kent,  broad-cloth ;  Devon,  kerseys ;  Gloucestershire,  cloth ; 
Worcestershire,  cloth;  Wales,  friezes;  Yorkshire,  cloth;  Hampshire, 
Sussex,  and  Berkshire,  cloth.  Some  of  the  foreign  clothiers  are  sup- 
posed to  have  settled  at  Halifax  in  Yorkshire  ;  and  there  is  stated  to 
be,  even  to  the  present  day,  a  striking  resemblance  between  the  dialect 
of  the  labouring  classes  in  that  locality  and  at  Friesland  in  Holland ' 
(Milner's  hist,  of  England), 
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with  foreign  manufacturers.  To  the  Huguenot  refugees  we 
are  indebted  for  the  improvement  of  oiu:  silk  manufactures. 
Some  of  om:  most  conspicuous  public  men  are  the  descend- 
ants of  foreign  refugees. 

Commerce  must  have  exercised  a  powerful  influence  on 
civilisation  by — (i)  enabling  one  country  to  participate  in 
the  productions  of  another ;  and  (2)  by  familiarising  one 
people  with  the  arts,  literature,  manners,  etc,  of  another. 

Travelling,  which  was  much  encouraged  by  the  super- 
stitious value  attached  to  pilgrimages,  must  have  operated 
in  the  same  direction.  It  gives  some  idea  of  the  extent 
to  which  a  single  person  might  travel  in  the  middle  ages,  to 
read  Chaucer's  account  of  the  Wife  of  Bath  : — 

Thrice  had  she  been  at  Jerusalem ; 
She  had  passed  many  a  strange  stream ; 
At  Rome  she  had  been  and  at  Boulogne  ; 
In  Galice,  at  St.  James,  and  at  Cologne. 

Geographical  discovery  forms  an  important  chapter  in 
English  history.  The  policy  of  England  during  the  last 
three  centuries  has  been  largely  directed  to  the  formation  of 
a  vast  colonial  empire.  The  colonies  have  also  exerted  a 
powerful  reactionary  influence  on  the  mother-country,  the 
experiments  in  government  that  have  been  tried  in  them 
having  led  us  to  reconsider  the  wisdom  of  many  of  our 
own  institutions.  The  introduction  of  foreign  products  has 
often  led  to  important  consequences.  The  introduction  of 
the  potato  into  Ireland  has  affected  the  material  prosperity 
of  that  country  to  a  far  greater  extent  than  imperial  legis- 
lation. 

Foreign  wars,  diplomacy,  and  treaties  have  hitherto 
occupied  a  disproportionate  space  in  our  school  histories, 
but  they  have  often  been  followed  by  far-reaching  conse- 
quences. The  Crusades  exercised  a  powerful  influence  on 
civilisation,  by  engaging  different  nations  in  one  common 
task,  by  fostering  the  spirit  of  chivalrous  enterprise,  and 
by  bringing  into  close  coivUct  the  East  and  the  West 
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The  French  wars  determined  the  important  question 
whether  England  was  to  be  an  insignificant  part  of  a  great 
Anglo-French  empire,  or  to  preserve  her  insular  inde- 
pendence. 

More  important,  perhaps,  than  our  foreign  wars  has  been 
the  invasion  of  foreign  ideas.  It  would  be  difficult  to  exag- 
gerate the  influence  exerted  on  the  nation  by  the  literature, 
religious  teaching,  and  philosophy  of  foreign  nations.  Our 
first  essays  in  literature  were  translations  from  the  Latin. 
These  were  followed  by  translations  from  Norman-French, 
and  later  still  by  adaptations  from  the  Italian.  Chaucer  was 
deeply  indebted  to  Boccaccio  and  the  French  Fabliaux. 
Shakspeare  drew  many  of  his  plots  from  Italian  sources. 
Tasso,  Cervantes,  Montaigne,  Rabelais,*  Racine,  Molifere, 
Le  Sage,  Voltaire,  Rousseau,  Kant,  Goethe,  all  contributed 
in  various  ways  and  in  different  degrees  to  mould  English 
literature  and  thought. 

We  would  add  one  further  suggestion  on  the  selection  of 
facts.  Teachers  will  have  regard  to  the  very  diff"erent 
degrees  of  utility  of  different  portions  of  English  history. 
The  times  that  are  nearest  to  us  are  those  with  which  we 
ought  to  be  most  familiar.  Some  teachers  go  so  far  as  to 
say  that  we  ought  to  begin  our  historical  teaching  with  the 
present  and  work  backward.  Here  again,  however,  we 
must  have  regard  to  what  children  can  appreciate,  as  well  as 
to  what  it  is  expedient  they  should  ultimately  know.  The 
stories  of  early  English  history  are  much  more  level  to  a 
young  child's  comprehension  than  the  history  of  the  Reform 
Bill  or  the  repeal  of  the  Com  Laws. 

*  Thus  Coleridge  is  reported  to  have  said  that  our  own  Swift  was 
the  spirit  of  Rabelais  *  walking  in  dry  places.* 
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CHAPTER  III. 

THE  CLASSIFICATION  OF  FACTS,  AND  THE 
ORDER  AND  MODE  OF  TREATMENT. 

The  classification  of  facts  is  a  very  dififerent  thing  from  their 
selection.  Having  made  up  your  mind  what  you  will  teach, 
you  have  to  determine  how  you  will  break  up  the  informa- 
tion you  wish  to  communicate,  so  as  to  secure  its  intelligent 
comprehension  and  mastery  by  yoiu:  pupils.  The  com- 
mon practice  is  to  divide  out  the  whole  course  of  English 
history  into  epochs  marked  by  successive  conquests, 
dynasties,  and  reigns  ;  and  for  many  purposes  there  is  a 
convenience  in  this  method.  There  is  a  unity  in  the  history 
of  a  single  element  of  race,  a  single  royal  family,  a  single 
life,  which  cannot  be  secured  in  a  continuous  course  of 
national  development ;  but,  on  the  other  hand,  the  great^ 
influences  that  determine  human  history  are  not  coincident 
in  their  beginning,  changes,  and  cessation,  with  the  lives 
and  deaths  of  princes,  and  to  study  them  in  fragments,  that 
follow  the  length  of  reigns  and  dynasties,  is  attended  with 
serious  inconvenience.  It  is  true  individuals  powerfully 
affect  the  nation ;  but  it  is  still  more  true  that  the  nation 
aflfects  individuals.  The  fallacy  into  which  we  commonly 
fall  in  this  matter  is  to  overlook  the  long  train  of  causes 
which  have  been  at  work  before  the  individual  comes  into 
the  field.  We  see  the  hand  that  applies  the  final  touch  to 
the  motive  spring,  but  not  the  hands  that  constructed  the 
mechanism  and  supplied  the  motive  power.  We  confound 
the  occasion  with  ttie  caus^.  'WVi^x  coM\si\i^more  misleading 
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than  to  confine  the  study  of  the  English  Reformation  within 
the  limits  of  the  reign  of  Henry  VIII.  ?  The  causes  which 
brought  about  that  Reformation  had  been  operating  for 
centuries  before  Henry's  time,  and  continued  to  operate 
long  after  it.  It  is  notoriously  dangerous  to  speculate  on 
what  might  have  been,  but  few  persons  will  doubt  that  a 
Reformation,  either  from  within  or  from  without,  would  have 
been  effected,  even  if  such  a  person  as  Henry  VIII.  had 
never  existed. 

Any  division  of  history  must  be  more  or  less  arbitrary, 
the  Past  and  the  Present  being  ever  inseparably  united,  and 
each  age  growing  out  of  the  age  which  preceded  it.  But, 
when  we  take  a  comprehensive  survey  of  history,  we  per- 
ceive that  the  facts  before  us  break  up  into  natural 
groups,  and  of  these  the  teacher  should  take  advantage. 
Just  as  the  more  prominent  features  of  a  landscape  help  to 
fix  the  landscape  in  our  memories,  so  certain  prominent 
features  in  history  enable  us  to  divide  it  into  periods,  and 
thereby  to  study  it  to  greater  advantage,  and  remember  it 
with  greater  ease.  There  is  a  method  in  the  *  purpose  of 
the  ages.'  There  are  marked  periods  in  the  growth  of  a 
nation.  Institutions  have  their  beginnings  and  their  ends. 
Great  men  appear  on  the  scene  of  history,  exert  their  influ- 
ence both  in  their  lifetime  and  after  their  death,  and  then 
pass  away  to  be  succeeded  by  others.  Of  such  conspicuous 
events  the  teacher  should  take  advantage  in  classifying  his 
facts.  They  are  the  natural  dividing  lines  by  which  his 
subject  is  to  be  broken  up. 

There  is  another  mode  of  classification  which  is  men- 
tioned here  only  to  be  condemned.  Events  may  be  artifi- 
cially classified  under  various  heads  and  dealt  with 
separately,  without  any  regard  to  their  natural  connexion. 
Thus  the  wars  may  be  treated  under  one  head,  the  internal 
policy  under  another,  religion  under  another,  the  constitution 
under  another,  and  so  forth,  as  though  these  matters  were 
independent  one  of  the  other,  and  did  not  tKNX\.>aa55ci  "^KssyH 
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light  on  one  another.  Such  a  treatment  gives  a  conception 
of  history  just  about  as  accurate  as  the  separate  considera- 
ation  of  each  one  of  the  human  bones  would  give  of  the 
human  body.  In  some  foreign  churches  you  may  see  human 
remains  arranged  with  an  utter  disregard  of  their  natural 
connexion.  The  skulls  grin  one  over  the  other.  The  leg- 
bones  and  arm-bones  are  ingeniously  arranged  into  patterns. 
The  teeth  are  collected  in  bowls.  In  the  histories  referred 
to  facts  are  dealt  with  in  much  the  same  way. 

The  history  of  England  has  been  divided,  in  the  now" 
well-known  Epochs  of  English  History,  into  the  following 
periods  : — 

*  I.  Early  England,  to  the  Conquest ; 

2.  England  a  Continental  Power,  to  the  Great  Charter ; 

3.  Rise  of  the  People  and  Growth  of  Parliament ;  from 

the  Great  Charter  to  the  Accession  of  Henry  VII.; 

4.  The  Tudors  and  the  Reformation  ; 

5.  The  Struggle  against  Absolute  Monarchy,  from  1603 

to  1688; 

6.  The  Settlement  of  the  Constitution,  from  1688  to 

1778; 

7.  England  during  the  American  and  European  Wars, 

from  1778  to  1820  ; 

8.  Modem  England,  from  1820  to  the  present  time.' 

A  more  detailed  classification  of  the  facts  of  English 
History  would  be  the  following  : — 

1.  Ancient  Britons  ; 

2.  Roman  Occupation ; 

3.  Saxon  Invasions ; 

4.  Conversion  of  Saxons  to  Christianity  ; 

5.  Danish  Invasions ; 

6.  Union  of  the  so-called  Heptarchy  ; 

7.  The  Danish  Dynasty  ; 

8.  Norman  Conquest  and  Feudal  System  j 

9.  Magna  Charta  ; 

10.  The  Growth  of  Parliament ; 
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11.  Scotch  and  Welsh  Wars  ; 

12.  French  Wars  and  their  consequences  ; 

13.  Wars  of  the  Roses  and  their  consequences  ; 

14.  The  Reformation  movement ; 

15.  The  Revolution ; 

16.  The  Union  of  England  and  Scotland  ; 

1 7.  The  Growth  of  our  Colonial  Empire ; 

18.  The  American  War  of  Independence  j 

19.  The  French  Wars  ; 

20.  The  Long  Peace ; 

21.  Legislation  between  1820  and  1837  ; 

22.  The  Reign  of  Victoria. 

It  will  sometimes  be  found  advantageous,  for  the  sake  of 
comparison  and  contrast,  to  bring  together  two  different 
periods,  lives,  or  movements  which  have  something  in  com- 
mon. The  points  of  agreement  and  difference  become  links 
of  association,  and  necessitate  thoughtful  discrimination. 

Mode  of  Treatment. — Different  historical  subjects 
will,  of  course,  require  different  modes  of  treatment  All 
we  can  do  here  is  to  throw  out  a  few  suggestive  hints  with 
regard  to  the  treatment  of  history,  first,  as  a  whole,  and, 
secondly,  as  divided  out  into  its  successive  stages. 

Young  children  should  have  some  general  conception  of 
the  whole  range  of  English  history  before  beginning  to  study 
it  in  detail  We  all  know  what  an  advantage  it  is  when  we 
go  to  a  strange  city  to  moimt  some  natural  eminence  or 
some  lofty  tower,  so  as  to  get  a  general  notion  of  the  posi- 
tion of  the  leading  landmarks  before  studying  the  city 
minutely.  There  Is  a  similar  advantage  in  studying  the 
history  of  a  country  in  its  larger  features  before  entering  upon 
a  minuter  examination.  The  first  effect  of  a  crowd  of  details 
is  to  withdraw  our  attention  from  the  leading  features.  On 
the  other  hand,  a  knowledge  of  the  leading  features  helps  to 
give  a  clearer  apprehension  of  the  significance  and  propor* 
tion  of  details* 
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First  Stag^e. — In  a  first  course  of  lessons  in  English 
history  the  teacher  should  show  great  audacity  in  the  way 
of  omission.  He  should  confine  himself  to  the  more  strik- 
ing biographies  and  episodes,  aiming  mainly  at  awakening 
in  his  pupils  a  spirit  of  patriotism,  and  a  love  of  what  is 
noble  and  praiseworthy  in  human  conduct,  and  taking 
advantage  wherever  it  is  possible  of  the  natural  tastes  and 
instincts  of  children.  *  There  is  a  spreading  opinion,'  says 
Mr.  Herbert  Spencer, '  that  the  rise  of  an  appetite  for  any 
kind  of  information  implies  that  the  unfolding  mind  has 
become  fit  to  assimilate  it,  and  needs  it  for  purposes  of 
growth ;  and  that,  on  the  other  hand,  the  disgust  felt  towards 
such  information  is  a  sign  that  it  is  prematiurely  presented, 
or  that  it  is  presented  in  an  indigestible  form.*  Now,  young 
children  have  a  natural  appetite  for  stories,  for  accounts  of 
high  and  heroic  achievements,  and  for  all  such  historical 
information  as  ministers  to  their  curiosity  about  matters  in 
which  they  take  an  interest.  Teachers  must  regulate  their 
instruction  accordingly.  The  main  object  of  teaching  history 
is  to  fit  us  to  discharge  our  duties  as  citizens ;  but,  in  seeking 
to  attain  this  end,  the  teacher  must  bear  in  mind  what  are 
the  capacities  of  his  pupils,  and  he  must  not  be  in  too  much 
of  a  hurry  to  teach  those  facts  and  principles  which  seem 
to  be  of  the  greatest  practical  value.  The  cultivation  of 
healthy  sentiments  and  the  formation  of  a  noble  character 
are,  after  all,  more  important  than  the  communication  of 
accurate  information  on  social  and  constitutional  questions. 
To  get  a  child  to  love  his  country,  to  value  freedom  and 
independence,  to  admire  and  imitate  noble  examples,  is 
surely  the  first  aim  which  the  teacher  of  history  should  set 
before  him.  The  lives  of  men  like  Alfred  and  Hereward, 
and  Wallace  and  Bruce,  and  Cranmer,  and  Raleigh,  and 
Hampden,  and  Nelson  and  Wellington,  and  of  women  like 
Joan  of  Arc,  and  Lady  Jane  Grey  and  Queen  Elizabeth, 
not  only  interest  children,  but  are  capable  of  being  made 
the  vehicle  of  valuable  moral  lessons  and  of  much  incidental 
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information  with  regard  to  the  characteristics  of  the  age  in 
which  these  historical  personages  lived.  Such  lessons  should 
be  bright  and  pictorial,  should  make  powerful  appeals  to 
the  imagination,  should  require  constant  comparisons 
between  the  Past  and  the  Present,  should  whet  the  curiosity 
for  fuller  information,  and  should  be  made  as  practical  as 
the  case  will  admit.  They  should  be  accompanied  by  suit- 
able pictorial  illustrations,  and  should  be  connected, 
wherever  it  is  possible,  with  the  historical  associations  of 
the  neighbourhood  in  which  the  children  live.  On  the  same 
principle  that  the  geography  of  their  own  town  and  county 
should  be  taught  before  the  geography  of  the  whole  country, 
the  history  of  their  own  immediate  neighbourhood  should 
be  taught  before  that  of  the  country  at  large.  Local  castles, 
abbeys,  battle-fields,  and  other  historical  remains,  local 
worthies  of  historic  fame,  local  names,  will  often  form 
admirable  starting  points  for  such  simple  lessons  as  we  have 
in  view. 

Second  Stage.— ^When  children  have  acquired  a 
general  idea  of  the  framework  of  English  history,  so  as  not 
to  confound  one  epoch  with  another,  they  might  be  taken 
through  a  course  of  lessons  which  should  fill  up  lightly  the 
interstices  of  the  previous  course,  and  call  attention  to  the 
leading  social,  political,  and  religious  features  of  the  history 
of  their  country.  They  should  at  the  same  time  be  directed 
to  connect  causes  with  their  eflfects,  and  historic  characters 
with  the  circumstances  which  helped  to  shape  their  lives. 
In  the  first  course,  biographies  should  be  treated  with 
special  reference  to  the  influence  which  their  subjects 
exerted  on  the  age  in  which  they  lived ;  in  this  with  special 
reference  to  the  influences  which  the  age  exerted  on  the 
men  and  women  who  lived  in  it  The  history  of  individuals 
should,  in  other  words,  swell  out  into  the  history  of  the 
nation  which  produced  them.  Now,  too,  chronology  should 
be  taught  with  greater  exactitude,  so  that  children  may  have 
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accurate  ideas  of  the  order  of  events,  and  be  able  to  follow 
lessons  of  an  impersonal  character,  on  such  topics  as  the 
growth  of  trade  and  commerce  and  the  arts,  the  changes 
undergone  by  society,  the  development  of  the  constitution 
and  religious  movements,  etc.,  extending  over  considerable 
periods  of  time.  Even  in  this  stage  no  attempt  should  be 
made  at  exhaustive  treatment.  The  teacher  must  still  ven- 
ture on  audacious  omissions. 

Constitutional  history  is  best  taught  in  connexion  with 
the  events  which  have  led  to  great  constitutional  changes. 
Legislators  have  rarely  had  an  eye  to  the  distant  future,  and 
most  of  their  work  has  been  done  under  the  pressure  of  the 
exigencies  of  their  own  times.  Magna  Charta  has  no  mean- 
ing apart  from  the  grievances  which  it  was  intended  to 
redress.  So  with  all  our  great  constitutional  charters  ;  they 
should  be  taught  in  connexion  with  their  immediate  occa- 
sions, and  the  men  who  w^ere  instrumental  in  securing  them. 

Third  Stag^e. — ^The  time  during  which  children  attend 
our  elementary  schools  is  too  brief  to  admit  of  a  minutely 
detailed  study  of  English  history,  even  if  such  a  study  were 
desirable.  It  would  be  well,  therefore,  if  teachers  would 
give  their  pupils  a  final  course  of  instruction  on  some  defi- 
nite and  manageable  period,  such  as  the  Plantagenet  period, 
the  Tudor  period,  the  Stuart  period,  or  the  reign  of  George 
III.  The  leading  principles  which  it  is  most  desirable  the 
teacher  should  impress  upon  his  pupils  are  best  taught  in 
connexion  with  some  one  specific  period.  The  phenomena 
of  history  constantly  repeat  themselves,  human  nature  being 
much  the  same,  in  all  its  essential  particulars,  in  one  age  as 
another ;  and  a  careful  study  of  one  period  will,  therefore, 
serve  to  throw  light  upon  another.  Moreover,  the  careful 
study  of  one  period  will  put  children  in  the  way  of  carrying  on 
the  study  of  history  after  leaving  school.  It  will  teach  them 
what  are  the  facts  with  which  they  should  seek  an  acquaint- 
ance what  the  appaial\xs  Xte^  ^v\l  u^ed  for  their  proper 
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comprehension,  and  what  are  the  kind  of  lessons  such  facts 
are  capable  of  imparting.  Here,  again,  we  find  an  instruc- 
tive parallel  between  the  method  we  pursue  in  teaching 
geography  and  that  which  should  be  pursued  in  teaching 
history.  We  seek  to  give  a  child  a  general  knowledge  of 
the  whole  world,  but  we  further  seek  to  give  him  a  close . 
acquaintance  with  the  geography  of  his  own  country,  not 
merely  because  it  is  of  greater  value,  but  because  it  will 
enable  him  to  study  with  greater  profit  the  geography  of 
other  countries. 

In  all  three  stages  the  lessons  should  be  mainly  oral, 
supplemented  by  reading.  Epitomes  should  only  be  used  in 
the  second  stage,  and  then  not  to  communicate  knowledge 
but  to  systematise  knowledge  already  imparted  in  other  ways. 
The  manual  of  history  should  be  wTitten  in  a  bright  and 
pleasing  style,  and  so  arranged  that  it  could  be  used  as  a 
reading-book.  Such  epitomes  as  are  needed  might  be 
placed  at  the  ends  of  the  chapters.  Histories  that  are 
nothing  more  than  epitomes  should  not  be  used  at  all  except 
in  conjunction  with  oral  teaching.  In  the  third  stage,  a 
section  of  one  of  our  larger  manuals  should  be  used..  All 
through  the  teaching  large  use  should  be  made  by  the 
teacher  of  illustrative  passages  from  the  early  chroniclers, 
and,  wherever  possible,  from  contemporary  writers.  .  Not 
only  are  such  authors  valuable  as  supplying  information  at 
the  first  hand,  and  affording  opportunities  for  saying  some-, 
thing  about  the  sources  of  history,  but  their  freshness  of 
treatment,  their  simplicity  of  style,  and  their  ingenuous- 
ness of  thinking,  etc.,  are  sure  to  render  them  peculiarly 
attractive  to  children.  There  are  few  pages  in  our  ordinary 
school-readers  which  are  more  eagerly  read  than  the 
extracts  firom  Sir  Thomas  Malory's  translation  of  Froiss^rt. 
Next  to  contemporary  writers,  the  most  suitable  books  for 
the  teacher's  purpose  will  be  books  like  Sir  Walter  Scott's. 
*  Tales  of  a  Grandfather.' 

In  the  second  and  third  stages  \ftXQ  ^\itf^  ^^  ^"^c*^^ 
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divide  the  historical  teaching  in  our  schools,  the  children 
should  prepare  for  the  lesson  by  reading  at  home  some 
prescribed  portion  of  the  manual.    They  should  be  carefully 
examined  on  this  by  the  teacher,  who  will  avail  hin^self  of 
opportunities  afforded  in  catechising  to  explain  difficulties, 
correct  errors,  and  illustrate  and  amplify  the  book  read.     It 
seems  a  waste  of  time  for  teachers  to  convey,  exclusively  by 
oral  instruction,  knowledge  which  children  could  equally  well 
get  from  books.     It  throws  away  a  valuable  opportunity  for 
getting  children  to  begin  those  independent  mental  efforts 
on  which  the  prosecution  of  theu:  studies  when  they  leave 
school  will  mainly  depend.     The  teacher  will  find  plenty  to 
do  in  catechising  and  amplifying,  and  on  the  thoroughness 
with  which  this  is  done  his  success  will  largely  depend. 
When  the  children  know  from  their  manual  the  general  out- 
line of  the  reign  or  period  which  forms  the  subject  of  the 
lesson,  they  will  be  ready  to  benefit  by  the  aid  of  the  teacher. 
They  will  be  eager  for  the  knowledge  which,  he  has  to  impart, 
because  it  meets  real  intellectual  needs,  and  because  the 
knowledge  which  they  have  acquired  for  themselves  will 
enable  them  to  profit  by  the  knowledge  which  he  has  to  com- 
municate.    Another  advantage  in  these  catechisings  is,  that 
the  teacher  can,  through  them,  direct  the  reading  of  his 
pupils.     The  subjects  about  which  he  questions  most  will  be 
those  which  they  will  study  most.    If  he  shows  an  interest  in 
something  besides  wars,  and  battles,  and  sieges,  and  petty 
personal  anecdotes,  they  will  catch  up  his  interest,  and  seek 
to  meet  him  by  reading  in  the  direction  which  he  points 
out. 

Picturing  out* — In  no  subject  does  the  teacher  need 
so  much  as  in  history  the  power  of  *  picturing  out,*  i.e.  of 
describing  that  which  is  distant  in  time  or  space  so  vividly 
and  naturally  that  the  hearer  seems  to  see  it.  Lessons  in 
history  are  too  often  only  a  string  of  bare,  meaningless, 
isolated  chronological  fads,  ^Ic^idx  a^^^al  to  no  sympathy 
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and  awaken  no  interest ;  the  persons  referred  to  are  names 
and  nothing  more ;  the  description  of  the  events  referred  to 
calls  up  no  image  of  what  really  happened.  Such  lessons 
as  these  leave  no  definite  impressions  on  the  mind  of  what 
the  teacher  has  been  talking  about ;  and  the  pictures  which 
they  call  up,  from  lack  of  a  judicious  selection  of  details, 
and  the  harmonising  influence  of  some  dominant  and  uni- 
fying idea,  are  blurred,  confused,  and  ineffective.  The 
imaginative  teacher,  who  is  seeking  to  cultivate  the  imagi- 
native faculty  in  his  class,  and  to  utilise  it  in  his  teaching, 
will  clothe  the  characters  of  history  with  flesh  and  blood  ; 
he  will,  as  far  as  it  is  possible,  make  them  live  and  move 
before  our  eyes ;  he  will  convert  us,  as  it  were,  into  actual 
spectators  and  auditors  in  the  scenes  which  he  describes. 

*  To  make  the  past  present,  to  bring  the  distant  near,  to 
place  us  in  the  society  of  a  great  man,  or  on  an  eminence 
which  overlooks  the  field  of  a  mighty  battle,  to  invest  with 
the  reality  of  human  flesh  and  blood  beings  whom  we  are 
too  much  inclined  to  consider  as  personified  qualities  in  an 
allegory,  to  call  up  our  ancestors  before  us  with  all  their 
peculiarities  of  language,  manners,  and  garb,  to  show  us  over 
their  houses,  to  meet  us  at  their  tables,  to  rummage  their 
old-fashioned  wardrobes,  to  explain  the  uses  of  their  pon- 
derous furniture,  these  are  duties,'  says  Macaulay,  'which 
properly  belong  to  the  historian,  but  have  been  appropriated 
by  the  historical  novelist.'  These  duties  he  himself  assumed 
(with  what  success  it  is  needless  to  mention)  when  he 
undertook  to  write  the  History  of  England,  and  the  teacher 
must,  as  far  as  is  in  his  power,  follow  his  example.     The 

*  picturing  out '  of  the  past  is  more  necessary  in  the  case  of 
children  than  of  adults,  though  none  of  us  can  dispense  with 
it.  It  is  impossible  to  study  the  philosophy  of  history  with- 
out studying  the  concrete  facts ;  and  all  experience  shows 
that  little  interest  will  be  taken  in  the  philosophy  until  some 
interest  has  been  aroused  in  the  facts  themselves. 

But  how,  it  may  be  asked,  is  th^  teacher  to  ^.cfl^fflRj.*"^!^ 
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power  of  '  picturing  out '  historical  personages  and  events  ? 
First  and  foremost,  we  would  reply,  by  remembering  that 
the  characters  of  history,  however  remote  the  period  at 
which  they  lived,  and  however  diverse  from  our  own  the  cir- 
cumstances in  which  they  were  placed,  were  men  and  women, 
having  certain  fundamental  characteristics  essentially  iden- 
tical with  our  own.    The  teacher  has  made  a  great  step 
onward  when  he  has  fully  convinced  himself  that  Alfred  and 
Canute,  and  Joan  of  Arc  and  Elizabeth,  were  real  men  and 
women ;  that  they  were  capable  of  suffering  from  hunger  and 
thirst,  and  toothache  and  heartache,  and  all  the  other  ills 
that  flesh  is  heir  to  ;  and  that  they  had  real  loves  and  hates, 
and  hopes  and  fears,  and  doubts  and  beliefs,  just  as  we  have. 
But  if  he  would  draw  a  vivid  picture  of  the  past,  he  must  be 
familiar  with  the  past,  not  merely  in  its  general  outlines,  but 
in  its  minuter  details.     It  is  not  enough  that  he  read  some 
beggarly  compendium,  in  which  history  is  reduced  to  a 
mere  string  of  names  and  dates.     He  cannot  produce  dis- 
tinct and  vivid  impressions  by  colourless  generalities.     He 
must  possess  specific  knowledge.     The  historical  painter 
thinks  no  pains  lost  which  enable  him  to  arrive  at  greater 
accuracy.     He  goes  to  the  very  spot  where  the  event  hap- 
pened which  he  proposes    to    represent,  to  catch   those 
elements  in  the  scene  which  are  permanent ;  he  goes  to 
museums  for  remains  that  throw  light  on  the  costumes,  the 
armour,  the  manners   and  customs  of  the   age,  eta  ;  he 
ransacks  chronicles  and  contemporary  literature  for  details 
which  the  ordinary  historians  despise  and  pass  over ;  he 
goes  to  the  antiquarian  for  one  piece  of  information,  and  the 
soldier  for  another,  and  the  surgeon  for  another,  and  the 
architect  for  another,  and  so  on  ;  and  it  is  only  when  he 
has  found  authority,  wherever  authority  is  obtainable,  for  the 
treatment  which  he  adopts  that  he  is  perfectly  satisfied.  It  is 
true  that  a  painter  may  be  historically  accurate  and,  after  all, 
produce  a  bad  picture ;  but,  even  if  it  should  be  bad  from 
an  artistic  point  of  view,  it  must  be  good  as  a  faithful 


PICTURING  OUT.  439 

representation  of  things  as  they  were.  It  will  at  least  have 
the  merit  of  an  accurate  book  of  reference.  Good  historical 
pictures  have  been  painted  by  artists  who  paid  little  attention 
to  historical  accuracy,  but  such  pictures  are  good,  not  on 
account  of  their  historical  inaccuracy  but  in  spite  of  it,  and 
owe  their  excellence  to  the  fact  that  the  essential  features 
of  an  historical  picture  are  the  permanent  elements  of 
human  nature,  and  therefore,  to  a  large  extent,  indepen- 
dent of  local  colouring. 

It  will  not  do  for  teachers  of  history  to  rely  upon  old 
information  accumulated  long  years  ago.  Their  reading 
must  keep  pace  with  their  teaching.  In  the  course  of  years 
memory  fails  us.  Certain  general  impressions  are  left  upon 
the  mind,  but  the  crowd  of  details  which  contributed  to 
form  them  are  obliterated  or  confused.  But  when  we  come 
to  teach  we  cannot  transfer  our  general  impressions  to  our 
pupils.  Our  pupils  must  go  through  the  same  processes  as 
ourselves.  They  must  collect  and  sift  the  evidence  before 
they  can  enter  upon  the  full  possession  of  the  conclusions  to 
which  it  points. 

A  good  plan  for  a  teacher  to  sometimes  pursue  is  to 
transport  himself  and  his  pupils  in  imagination  to  the  age 
about  which  he  wishes  to  give  them  information.  Such 
imaginary  ante-datings  of  existence  would  correspond  to 
those  imaginary  tours  which  are  found  so  useful  in  teaching 
geography.  Let  the  teacher,  for  instance,  transport  himself 
and  his  pupils  to  a  village  of  ancient  Britons,  and  let  them 
note  what  they  see  ;  let  them  go  out  with  the  hunter,  the 
fisher,  and  the  warrior ;  let  them  watch  the  women  at  their 
domestic  occupations;  let  them  go  to  the  religious  cere- 
monies of  the  Druids,  and  so  on.  Or  again,  let  them 
transport  themselves  to  some  scene  in  the  Middle  Ages. 
Let  them,  for  instance,  join  in  a  pilgrimage  that  is  going  to 
the  shrine  of  Becket  at  Canterbury,  and  try  to  conceive  the 
kind  of  persons  with  whom  they  would  have  to  associate.  The 
teacher  will  find  such  an  imaginary  picture  as  the  former  in 
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Collier's  *  British  Empire'  (see  Chapter  III.,  *  How  the 
Ancient  Britons  lived ').  He  will  find  an  actual  picture  of  the 
latter  in  the  Prologue  to  Chaucer's  *  Canterbury  Tales.' 

It  will  sometimes  help  children  to  realise  the  events  of 
bygone  days,  and  to  exercise  their  moral  sense  upon  them, 
to  be  called  on  to  say  what  part  they  would  have  taken  in 
such  events  had  they  been  living  at  the  time  of  their 
occurrence.  Would  they  have  sided  with  John  or  his 
barons,  with  Yorkists  or  Lancastrians,  with  Cavaliers  or 
Roundheads,  with  Jacobites  or  Hanoverians  ?  It  is  possible 
that  their  answers  will  be  directed  rather  by  sentiment  than 
reason,  but  there  is  no  reason  why  we  should  not  use  senti- 
ment as  well  as  reason  in  education.  Almost  any  condition 
of  mind  is  preferable  to  absolute  apathy  and  stagnation, 
and  if  powerful  sympathies  stimulate  a  child  to  increased 
intellectual  activity  to  gratify  them,  we  should  take  full 
advantage  of  them.  *  I  like  a  partial  historian,'  said  Lord 
Byron  ; '  partiality  makes  him  write  in  earnest'  It  is  certain 
that  partisanship  often  induces  children  to  study  history  in 
earnest. 

There  is  one  caution  to  which  teachers  should  give 
special  heed  in  their  historical  pictures,  and  that  is  the 
importance  of  maintaining  a  proportion  in  the  parts.  When 
their  own  minds  are  full  of  details,  the  result  of  recent 
reading,  they  are  apt  to  give  an  undue  prominence  to  those 
parts  of  their  knowledge  which  have  cost  them  the  greatest 
pains  to  acquire.  This  is  an  error  of  judgment.  In  every 
picture  it  is  necessary  that  the  artist  should  determine 
precisely  what  he  is  going  to  aim  at,  and  never  wholly  lose 
sight  of  his  main  purpose.  However  interesting  details 
may  be,  they  should  be  sternly  set  aside  unless  they  bear  on 
the  object  he  has  in  view.  In  all  cases  details  should  be 
proportioned  one  to  another,  and  subordinated  to  the 
general  effect. 
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ALFRED  THE  GREAT.    , 
(First  Stage.) 


I.  Condition  of  Eng^land  when  Alfred 
was  born.*  Unsettled  state  of  the  country. 
Danish  settlements  in  Northumbria  and  East 
Anglia. 

II.  Early  education  —  Physique  and 
character. — Story  of  his  learning  to  read. 
Visits  to  Rome.*  Liable  all  through  his  reign 
to  great  physical  infirmity — imperious  temper 
— brave — patient — enterprising — energetic. 

III.  Reig^. — First  Period, — Age  when  he 
ascended  the  throne.  Invasion  of  Danes. 
Nine  great  battles  fought  in  little  more  than 
twelve  months.  Guthrum's  invasion.  Alfred 
a  fugitive,  seeks  shelter  at  Athelney.'  Causes 
of  the  English  defeats. 

a.  Natives  not  united. 

b.  Mode  of  Danish  invasions. 

c.  Unpopularity  of  Alfred. 

.  Second  Period.  —  Use  made  by  Alfred  of  his 
enforced  retirement.  Story  of  the  cakes.  Bat- 
tle of  Ethendune.  Wessex  set  free.  The 
White  Horse  cut  in  the  side  of  the  chalk  hills. 
Treaty  of  Wedmore.^ 

Third  Period. — Internal  reforms.  Fleet 
formed.  Towns  rebuilt — bridges  repaired — 
fortresses  reconstructed.  Laws  improved. 
Courts  of  justice  reformed.  PIncouragement 
given  to  education.*  Alfred's  own  love  of 
literature.®  Encouragement  of  geographical 
enterprise.^    Daily  life. 

Fourth  Period.  —  Invasion  of  Hastings. 
Reasons  of  failure.     Alfred's  death. 

IV.  Permanent  services  to  his  country. 
V.  Lessons  of  his  reign. 

VI.  Two  leg:ends  of  Kinp:  Alfred.^ 

His  visit  to  the  Danish  camp. 
His  adventure  with  St.  Cuthbert. 


Method. 


*  Illustrate  by  a  map  the 
Saxon  territoriar  divisions  of 
England  and  the  parts  oc- 
cupied by  the  Danes. 


'  Possible  influence  on  his 
mind? 


'  Position  of  Athelney. 
Ornament  found  at  Athelney 
in  the  17th  century. 


*  Read  the  terms  of  the 
treaty.  Point  out  on  map 
the  boundary  between  the 
Daiielagh  and  Alfred's  do- 
minions. 

"  Read  Alfred's  own  ac- 
count of  the  ignorance  of  the 
clergy. 

•Read  Asser's  account  of 
Alfred's  Common-place  Book. 

'  Read  his  own  account  of 
Ohthere's  voyages  interpo- 
lated in  translation  of  Orosius. 


'  Value    of    these    stories 
even  if  no(  true. 
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MAGNA  CHARTA. 

(Second  Stage.) 


I.  Circumstances  which  led  to  the 
Charter. 

a.  The  abuses  of  the  feudal  system.  * 

b.  Exactions  of  the  reign  of  Richard  I.^ 

c.  Oppression  of  King  John.'  His  per- 
sonal character.  The  loss  of  Normandy.^ 
Patronage  of  Poitevins  and  Gascons.  Submis- 
sion to  the  Pope. 

II.  Previous  endeavour  on  the  part  of 
the  Barons  to  secure  themselves  against  op- 
pression.    Charter  of  Henry  I.* 

III.  Means  by  which  the  Charter  was 
obtained.  Leading  •  men,  Langton,®  Pem- 
broke, Fitz-Peter,  and  Fitz-Walter.  Council  of 
the  Barons  held  at  St  Albans  during  John's 
absence.  His  return.  Revenge.  Langton's 
threat  to  excommunicate.^  Confederacy  of 
barons  formed  at  St.  Paul's,  12 13.  Charter  ot 
Henry  I.  read.  John  renews  his  cruelty  and 
oppression.  Confederates  meet  at  St.  Ed- 
mundsbury,  1 2 14.  Present  their  demands  to 
John.  John  endeavours  to  detach  the  clergy^ 
from  the  barons — fails.  Barons  declare  them- 
selves *the  army  of  God  and  His  Church.' 
John  compelled  to  assent  to  the  Great  Charter 
at  Runnimede,®  12 15. 

IV.  Provisions  of  Charter. 

a.  Redressing    abuses    of   feudal  sys- 
tem.'» 
h.  Restraining  royal  prerogatives." 

c.  Securing   a    fair    administration  of 

law." 

d.  Protecting  the  subject  in  his  liberty 

and  property." 

V.  Effects  on  nation. 

a.  Resistance  to  despotic  rule  encou- 

raged.** 

b.  Love  of  liberty  strengthened. 


Method. 


*  Illustrate. 
»  Cause  of? 

*  Forms  of? 

*  Effect  of,  in  cutting  off 
the  Norman  barons  from  their 
continental  home  and  blend- 
ing them  with  the  English. 


"  Terms  of? 


"  Notice  the  union  of  spiri- 
tual and  temporal  lords. 


Meaning  of? 


•  How? 


•  Where?      Point    out   on 
map. 


'"  Examples? 
"  Examples? 


"  Instances? 


"  Instances? 


"  Magna     Charta     thirty- 
eight  times  ratified. 
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THE  ORIGIN  OF  THE  ENGLISH  PEOPLE. 

(An  Inductive  Lesson  for  an  Advanced  Class.) 

I.  Introduction.  —  When  we  examine  a  Method. 
number  of  English  faces  *  we  see  marked  dif-  *  Characteristics  of  the 
ferences  between  them  ;  when  we  examine  *"ost  common  types  of  faces 
their  language,^  we  see  marked  differences  ""ril^tj^/^h  p«,pl.__^ 
between  the  vanous  words  which  they  em-  trace  the  words  to  their 
ploy ;  when  we  examine  the  name's  of  English  source. 

places,'  we  find  traces  of  words  coming  from       *  Explain  a  few  names  of 

different  sources.    How  did  these  differences   places  such  as  Lincoln,  Avon, 

^    ^  Chepstow, 

originate  ? 

II.  Ancient  Britons. — Evidence  that  they 
were  original  settlers  in  England.  Celtic  peo- 
ples still  living  in   Ireland,   Highlands,   and 

Wales.*    Must  have  passed  through  England.  *  Instances  of  resemblance 
Probability  that  one  race  drove  forward  an-  yj'^f^**   ^^^'    ^^^^^>  *"<* 
other.    Traces  of  British  occupation — barrows,  *  ^  ' 
skulls  *  and  other  human  bones,  beads  of  amber,  ■  Most  races  have  skulls  of 
jet,  glass,  swords,  hatchets,  spear-heads,  etc.  adistinctiveshape,  so  thatthe 
Traces  in  language ;  in  such  words  as  coat,  '^"" '"  *  ^lude  to  race, 
gown,    frieze,    button,    tassel,   welts,    clouts, 
basket,  barrow,  funnel,  pitcher,  crockery,  bon- 
net, bran,  car,  cart,  dagger,  mop,  dam,  pillow.  *  •  Get  children  to  roughly 
Names  of  hills,  rivers,  etc.,  e,^.  Avon,  Usk,  classify  these  words. 
Ouse,  Penrhyn,  Pendle,  etc.     Inference  from 
this. 

III.  Romans. — Where  they  came  from. 

Traces  of  in  Britain.'    Architecture,  amphi-       "^  Baths,  altars,  urns,  vases, 

theatres,  camps,  etc. ,  identical  with  similar  ones    tesselated  pavements,  bronze 

of  undoubted  Roman  origin  on  the  continent ;   ****"^» 

coins,  bricks,  blocks  of  tin  and  pigs  of  lead 

with  Latin  inscriptions.     Traces  in  language. 

In  early  English: — street,    port,"    names   of      '  Care  must  be  taken  not  to 

places,  as  Chester,  Dorchester,  Stratton,  Lin-   5°"^"°^  ^?Ro^1f  "!^ 

coin,  etc.     The  dark  hair  and  bright  eyes  of  L^tin  wOTdslntrSSuxd  at'a 

the  inhabitants  of  some  parts  of  Britain  are   later  date. 

supposed  to  indicate  Roman  descent.     Traces 

of  the  mixed  nationality  of  the  Roman  settlers. 

IV.  Eng^lish    or   Ang^lo-Saxons.  —  Re- 
semblance between  people  of  England   and 

Teutonic   races  in  physique®  and  language."       •  Name  physical  character- 
Predominance  of  Anglo-Saxon  words  in  Eng-   ^**ip^°^  Engfish. 
!•  vii  ^  ^         "  Compare  Dutch,  German, 

"Sh"—  andEi^fiS. 

"  Inference  from  this  ? 
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In  Ford,  in  Ham,  in  Ley,  in  Ton, 
The  most  of  English  surnames  nm. 
Close  affinity  with  other  Low  German  dialects. 

V.  Danes. — Traces  in  names  of  towns, 

especially  on  the  northern  coasts. "    The  verb      "  InTcrence    as  to  where 
are  is  Danish.  Danes  settled  ? 

VI.  Normans. — Traces  of  in  titles  of 
honour,  feudal  and  legal  terms,  names  of  ani- 
mals when  killed  for  food,  etc"  ^  Inferences? 

VII.  Later  settlers. — Traces  of  in  family 

names,  Dutch,  French,  Italian,  etc.*^  *«  Instances. 

Chronology. — It  is  the  fashion  to  speak  of  the  useless- 
ness  of  learning  dates,  but  a  knowledge  of  dates  is  absolutely 
essential  to  an  intelligent  comprehension  of  histoiy.  In 
the  earlier  stages  of  teaching  English  history  a  very  few  only 
of  the  leading  dates  should  be  taught,  but  those  should  be 
taught  well.  A  dozen  well-selected  dates  would  keep 
children  from  gross  blunders  in  chronology.  In  the  later 
stages  children  should  know  the  dates  of  the  accessions  of 
the  sovereigns,  of  a  few  of  the  great  battles,  of  the  great 
charters  of  English  liberty,  and  of  other  important  time- 
marks.  If  children  know  the  sequence  of  events,  they  will 
be  able  to  give  approximately  the  dates  of  events  between 
those  prominent  time-marks. 

To  assist  the  memory  teachers  should  take  advantage 
of  associations,  such  as  similarity  in  the  terminal  digits  etc, 
e,g,  1066,  Norman  Conquest;  1666,  Fire  of  London; 
1215,  Magna  Charta;  1415,  Agincourt;  1815,  Waterloo; 
1307,  Death  of  Edward  I.  ;  1327,  Death  of  Edward  II. ; 
1377,  Death  of  Edward  III. ;  1346,  Battle  of  Creci;  1356, 
Battle  of  Poictiers;  1588,  Invincible  Armada;  1688,  Eng- 
lish Revolution;  1707,  Act  of  Union;  1837,  Accession  of 
Queen  Victoria  ;  17 15,  Old  Pretender;  1745,  Young  Pre- 
tender ;  1700,  Death  of  Dryden  ;  1800,  Death  of  Cowper. 

Date  tables  should  be  frequently  repeated  just  like 
arithmetic  table?.    It  is  a  gpod  i^lan  to  require .  advanced 
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classes  to  repeat  such  tables  regularly  on  some  fixed  after- 
noon every  week. 

Mnemonics  are  not  recommended  for  learning  dates. 
They  are  quite  as  troublesome  to  learn  as  the  dates  them- 
selves, and  require  to  be  translated  into  figures  before  they 
can  be  used. 

An  intelligent  comprehension  of  the  sequence  of  events 
will  be  found  the  best  help  to  the  remembering  of  dates. 
Dates,  in  their  turn,  help  to  fix  the  sequence  of  events. 

Apparatus  for  teaching  history,— -On  this  point  see 
*  The  Cultivation  of  the  Senses,'  p.  60.  The  teacher  should 
always  have  a  map  at  hand  to  point  out  places  referred  to, 
and  should  draw  maps  on  the  black  board  to  illustrate  old 
territorial  divisions,  campaigns,  etc.  Pictures  of  historical 
events,  armour,  costumes,  architecture,  ships,  vehicles, 
etc.,  are  of  great  assistance,  especially  in  teaching  young 
children.  Genealogical  tables  are  easily  learned,  and  are 
necessary  to  trace  the  lineal  claims  of  the  sovereigns  or  of 
aspirants  to  the  throne.  They  are  also  of  chronological 
service.  Synchronistic  tables  should  be  used  in  the  later 
periods  of  English  history,  to  show  what  sovereigns  and 
great  men  were  contemporary,  parallel  movements  in  dif- 
ferent countries,  etc  Plans  and  clay  models  may  be  used 
to  explain  battles  and  sieges. 

Incidental  teaching  of  history.— -There  are  many 
lessons  in  which  history  may  be  taught  incidentally,  such 
as  lessons  on  geography,  language,  English  literature,  arts 
and  manufactures,  political  economy,  etc.  In  teaching 
geography  places  should  be  connected  with  the  historical 
events  and  personages  with  which  they  are  associated. 
The  lives  of  great  men  should  always  be  connected 
with  the  general  stream  of  history,  so  as  to  show  how  they 
were  affected  by  their  age  and  what  marks  they  left  upon  it 
The  introduction  of  particular  trades,  inYeT\tiotv^^.'»sA^fc&- 
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coveries  have  all  an  historical  side,  and,  as  we  have  seen,  form 
an  important  element  in  the  history  of  civilisation.  Political 
economy  derives  some  of  its  best  illustrations  from  the  past 
history  of  our  country. 

Mr.  Herbert  Spencer  goes  so  far  as  to  say  that  the  edu- 
cation of  a  child  should  accord  both  in  mode  and  arrange- 
ment with  the  education  of  mankind,  considered  historically. 
'  The  genesis  of  knowledge  in  the  individual,'  he  says, 
'  should  follow  the  same  course  as  the  genesis  of  knowlec^e 
in  the  race.'  Thus,  suppose  the  teacher  wishes  to  give  a 
lesson  on  modes  of  locomotion ;  he  will  find  it  an  advan- 
tage to  trace  the  subject  historically,  showing  how  each 
successive  improvement  was  an  advance  upon  previous 
ones,  and  led  to  others.  If  he  is  giving  a  lesson  on  books, 
he  will  find  it  advantageous  to  illustrate  his  lesson  by  refer- 
ence to  the  various  modes  which  have  been  employed  to 
preserve  in  a  tangible  form  the  records  of  human  knowledge. 
The  great  advantage  of  this  method  is  that  it  places  the 
learner  in  the  position  of  each  successive  originator  of 
improvements,  and  calls  into  play  his  inventive  faculty,  at 
the  same  time  that  it  supplies  him  with  valuable  historical 
information. 

Legends  should  be  carefully  discriminated  from  histori- 
cal statements  resting  on  satisfactory  evidence  of  their  truth ; 
but  they  should  not  be  wholly  thrown  aside.  Even  when 
they  are  not  true,  they  have  an  historical  value  of  another 
kind.  They  show  what  was  thought  plausible  and  accepted  as 
true  when  they  were  originated.  No  inventor  of  a  story  could 
afford  to  wholly  disregard  probability,  or  rather  what  was  con- 
sidered probable  in  the  age  in  which  he  lived  ;  and  even  if  he 
were  to  disregard  it  his  story  would  stand  no  chance  of  gaining 
currency  or  commg  down  to  posterity.  There  are  numbers  of 
interesting  stories  in  our  early  history  which  are  clearly  of  a 
legendary  character,  the  stamp  of  their  origin  not  un- 
frequently  still  clinging  to  them.  Many  of  them  are  common 
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to  the  early  history  of  large  numbers  of  countries  ;  others  of 
them  were  obviously  invented  for  specific  purposes  ;  others 
are  distortions  of  real  incidents  rendered  more  marvel- 
lous in  proportion  as  distance  of  time  and  the  absence  of 
contemporary  records  rendered  exaggeration  and  invention 
possible.  When  legends  are  related  to  children  the  teacher 
should  distinctly  state  whether  he  believes  them  or  not,  and 
on  what  grounds.  He  may  often  feel  reluctant  to  damp  the  . 
interest  of  his  class  by  saying,  after  telling  some  good  story, 

*  This  is  not  true  ; '  but  the  interests  of  truth  are  too  sacred 
to  be  tampered  with.  Apart  from  this  consideration,  it  is 
important  that  the  attention  of  children  should  be  drawn  to 
the  very  different  degrees  of  credit  that  attach  to  the  various 
stories  of  which  history  is  made  up.  The  first  tendency  of 
children  is  to  believe  everything  that  is  read  in  a  book,  and 
everything  that  is  said  by  the  teacher.  This  tendency  is  at 
once  natural  and  valuable.  It  lies  at  the  bottom  of  faith  and 
docility  ;  but  it  should  not  be  abused.  We  must  provide  for 
the  time  when  it  will  be  necessary  for  those  who  were  once 
pupils  to  exercise  their  own  independent  judgment  in 
sifting  evidence  and  examining  conclusions.  There  is  no 
virtue  in  credulity.  *  Knowledge,'  says  Archbishop  Whately, 

*  implies  three  things  : — i^i,  firm  beliefs  2ndly,  of  what  is 
true ;  3rdly,  on  sufficient  grounds,^  By  all  means  try  to 
secure  firm  belief ;  by  all  means  try  to  teach  what  is  true  ; 
but  beyond  this  try  to  get  your  pupils,  where  it  is  possible, 
to  believe  what  they  learn  on  sufficient  grounds. 

The  teacher  will  do  well  to  ask  himself  such  questions  as 
these  when  dealing  with  doubtful  stories  : — 

1.  Where  do  the  stories  first  appear? 

2.  Were  the  narrators  in  a  position  to  know  the  truth? 

Did  they  live  at  the  time  of  the  events  which  they 
record  ?  If  not,  at  what  distance  of  time  from 
them  ?  Were  they  so  concerned  in  the  events  as 
to  have  had  opportunities  of  knowing  the  truth  ? 
If  the  stories  are  not  at  the  first  iAa.\sd^^V^KCisj^ 
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does  the  original  narrator  say  he  derived  them  ? 
What  degree  of  confidence  should  be  placed  in 
these  sources  ? 

3.  Were  the  narrators  interested  in  misrepresenting  the 

facts?  Were  they  strong  partisans?  Had  they 
interests  of  their  own  to  serve?  Were  they 
patriots  who  wished  to  glorify  their  country,  or 
monks  who  wished  to  advance  the  interests  of 
the  Church,  or  politicians  with  theories  to  main- 
tain? What  were  their  views  in  matters  of  reli- 
gion? 

4.  Is  the  story  borne  out  by  independent  stories  ?  How 

far  do  the  stories  agree  ? 

5.  Is    the    story   self-consistent?    Is    it  probable  in 

itself? 

These  are  the  common  tests  by  which  nearly  all  evidence 
is  put  to  the  proof. 

In  the  large  majority  of  cases  teachers  will  be  obliged  to 
take  the  statements  of  historians  on  trust,  but  it  is  never- 
theless important  that  they  should  know  what  are  the 
methods  by  which  historical  evidence  ought  to  be  tested. 

Historical  Plays,  Romances,  and  Ballads  are 

valuable  helps  in  teaching  history.  The  drama  has  been 
defined  as  *  history  made  visible.'  It  is  certain  that  the  large 
majority  of  people  are  more  deeply  indebted  to  Shakspeare 
for  their  knowledge  of  English  history  than  to  formal  his- 
torical treatises.  The  dramatist  calls  back  the  dead  to  life, 
and  makes  them  live,  and  move,  and  speak  before  our 
eyes.  No  history  that  we  possess  presents  us  with  such 
vivid  and  truthful  portraits  as  Shakspeare's  King  John, 
Richard  II.,  Henry  IV.,  Henry  V.,  Richard  III.,  Wolsey, 
and  Katharine  of  Arragon.  The  deep  insight  into  character 
possessed  by  a  great  genius  is,  after  all,  of  more  service  than 
mere  antiquarian  information.  Shakspeare  often  commits 
at  anachronisms,  but  he  is  truer  to  facts  than  many 
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writers  who  avoid  his  blunders.  It  would  be  unfair  to  his 
memory,  however,  to  imply  that  he  was  indifferent  to  facts. 
He  took  the  greatest  possible  pains  both  in  his  Roman  and 
English  historical  plays  to  get  the  fullest  information  that 
was  accessible  in  his  day.  Many  of  his  finest  scenes  and 
speeches  are  takon  almost  literally  from  Plutarch  and 
Holinshed.  The  exigencies  of  construction  sometimes 
compel  him  to  shift  the  dates  of  events,  but  he  never  does 
so  gratuitously,  and  his  historical  pictures  may  be  accepted 
in  their  general  effect  as  eminently  truthful.  Scenes  from 
the  plays  might  be  used  as  reading  lessons,  and  whole  plays 
might  be  read  in  sections  by  the  teacher  as  a  reward  for 
attention  to  work. 

Historical  romances  require  to  be  read  with  more 
caution  than  historical  plays,  their  writers,  as  a  rule,  taking 
greater  liberties  with  facts  than  historical  dramatists,  but 
most  of  Sir  Walter  Scott's  historical  novels  might  be  read 
by  children  with  great  advantage. 

Ballads  were  probably  the  earliest  form  in  which  history 
was  cast,  and  many  of  the  earHer  chapters  of  most  histories 
are  evidently  only  ballads  stripped  of  their  metrical  form. 
The  story  of  King  Alfred  and  the  cakes  was  probably  first 
told  in  the  ballad  form.  The  woman's  speech  is  recorded 
in  two  Latin  verses  which  are  translated  by  Mr.  Freeman  : — 

There,  don't  you  see  the  cakes  on  fire  ?  then  wherefore  turn 

them  not  ? 
You're  glad  enough  to  eat  them  when  they  are  piping  hot. 

The  striking  stories  that  are  told  in  Hume  of  Elfleda 
and  Elfrida  are  distinctly  stated  by  the  chronicler  who  first 
records  them  to  have  been  founded  on  ballads. 

Many  old  ballads,  such  as  the  Ballad  of  the  *  Kentishmen 
who  resisted  William  the  Conqueror,'  the  Ballad  of '  Gilbert 
Beket,'  the  '  Battle  of  Evesham,' '  Chevy  Chace,'  some  of  the 
Jacobite  Ballads,  and  *  Boyne  Water,'  have  a  genuine  his- 
torical value.    Modern  ballads,  such  as  Macaula^'^  *  ^\SNa&a2 

G  G 
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and  *  Battle  of  Naseby,*  Aytoun's  '  Montrose/  Mrs.  Hemans' 
*  Wreck  of  the  White  Ship,'  Hawker's  « Soi^  of  the  Western 
Men,'  and  many  others  of  a  similar  character^  should  be 
learned  by  heart,  and  would-  furnish  admirable  subjects  for 
lessons. 


SECTION   X. 

HOW  TO  TEACH   READING. 


CHAPTER  I. 
DIVISION  OF  THE  SUBJECT. 

This  Manual  includes  hints  on  the  best  methods  of  teaching 
Writing  and  Spelling,  as  well  as  Reading.  Experienced 
teachers  are  well  aware  that  the  practice  of.  these  three  is 
necessarily  intermixed,  especially  in  schools  where  transcrip- 
tion from  books  forms  part  of  the  school  routine.  Various 
systems  have  been  devised  for  the  separation  of  reading 
from  the  common  process  of  literal,  or  alphabetical,  spell- 
ing, some  of  them  requiring  additions  to  our  alphabet,  others 
a  complete  change  of  our  ordinary  traditional  spelling. 
But  we  are  convinced  that  the  difficulty  of  teaching  reading, 
writing,  and  spelling,  simultaneously,  has  been  greatly  ex- 
aggerated. It  would  be  unwise  to  abandon  literal  spelling 
for  this  sufficient  reason,  that  it  rests  almost  entirely  on 
the  cultivation  of  our  sense  of  sight,  and  requires  the  early 
formation  of  a  habit  of  analysing  each  word  into  its  com- 
ponent letters. 

The  word  must  be  presented  a  certain  number  of  times 
in  clear  type,  and  a  distinct  picture  allowed  to  form  itself, 
by  attentive  analytical  observation,  on  the  child's  memorj'-. 
Since  we  require  the  form  of  a  word  and  not  the  sound  of 
its  component  letters,  spelling  exercises  sbiovild  t^^^X  \i^  ^^«^- 
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formed  orally,  but  each  child  should  write  on  his  slate  the 
words  dictated  by  the  teacher.  Indeed,  for  all  lessons 
except  reading,  we  suggest  the  use  of  slates  in  order  to 
secure  some  degree  of  mental  activity  and  precision  on  the 
part  of  each  member  of  a  class.  Writing  also  may  be  a 
powerful  auxiliary  both  to  reading  and  spelling,  when  words 
are  syllabically  analysed  on  the  black  board,  and  copy-books 
contain  examples  of  difficult  words,  especially  words  of 
irregular  spelling.  Reading  requires  the  exercise  of  the 
eye,  the  ear,  and  the  vocal  organs,  and  is  mastered  more 
slowly  than  either  writing  or  spelling. 

In  schools,  where  twice  as  much  time  is  given  to  reading 
as  to  the  other  two  subjects,  all  three  may  be  taught  up  to 
a  creditable  standard  before  the  close  of  a  child's  tenth 
year. 

What  constitutes  good  reading.-— Good  reading 
and  composition  are  the  two  highest  tests  of  a  successful 
school.  Literary  composition  is  the  better  proof  of  original 
genius,  but  good  reading  shows  an  appreciative  sympathy 
with  the  highest  thoughts  of  our  best  writers.  Good  reading 
consists  in  interpreting  another  person's  thoughts  exactly  as 
he  would  have  them  interpreted.  Many  boys, 'when  they 
read,  imagine  that  they  are  stumbling  over  a  broken  road 
strewn  with  hard  blocks  of  words,  and  intersected  by  pitfalls 
of  grammar,  with  a  few  tough  fences  of  spelling  to  surmount 
Banish  all  this  from  your  mind  ;  when  you  read  you  are 
speaking  for  somebody  else  as  he  would  like  you  to  speak. 
We  have  heard  many  reading  lessons  accompanied  by  elabo- 
rate expositions  of  hard  words  and  diluted  explanations  of 
the  whole  subject  before  the  lesson  began,  by  explanation 
of  chance  difficulties  in  the  course  of  the  lesson,  and  by 
spelling  and  questioning  at  the  end.  A  reading  lesson 
should  be  a  thorough  hearty  drill  in  the  practice  of  reading, 
without  any  interruption,  except  such  as  may  be  absolutely 
unavoidable. 
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Good  reading  is  good  speaking. — A  child  cannot 
read  what  he  does  not  understand  or  appreciate  ;  he  cannot, 
in  such  a  case,  interpret  the  thought  of  the  writer,  and 
cannot  spealcfor  him.  Put  some  simple  question  to  a  boy 
who  has  just  concluded  his  dreary  task  of  reading  an  unin- 
telligible passage  in  an  unexpressive  monotone.  The  rapid 
change  in  his  answer,  to  natural  pitch  and  modulation  of 
voice,  is  sufficient  to  prove  that  good  reading  is  nothing 
more  than  good  talking  on  an  intelligible  subject. 

The  chief  requisites  of  good  reading.— -Many 

teachers  expend  both  time  and  labour  in  the  correction  cf  a 
few  dialectic  pronunciations  such  as  may  be  found  in  all 
parts  of  England,  and  on  the  expenditure  of  breath  required 
for  the  teacher's  standard  of  the  letter  h.  We  do  not 
despise  purity  of  accent  or  a  proper  use  of  the  aspirate,  but 
if  a  Glasgow  lad  laughed  at  a  Cockney's  mincing  accent,  or 
a  Londoner  despised  a  Yorkshire  boy's  broad  a's  and  o's, 
all  would  agree  that  these  defects  were  less  to  be  regretted 
than  the  absence  of  any  one  of  the  three  chief  requisites  of 
good  reading  and  talking. 
We  believe  them  to  be  : — 

1.  Distinct  articulation  of  each  syllable,  together  with 

the  appropriate  accent. 

2.  Due  emphasis  on  each  word  of  a  simple  sentence. 

3.  Expression  of  feeling  through  modulation  of  voice. 
In  complex  sentences,  each  of  the  simple  sentences  would 

have  its  distinct  pitch,  each  of  the  words  in  that  sentence 
would  have  its  distinct  emphasis,  and  each  syllable  of  each 
word  its  distinct  articulate  sound. 

We  know  that  many  teachers  would  suggest  other  sub- 
divisions of  the  qualities  of  good  reading,  such  as  ease, 
fluency,  deliberateness,  rate  of  speaking,  and  loudness  of 
tone.  But  ease  and  fluency  of  reading  depend  in  great 
measure  on  the  selection  of  the  passage  to  be  read,  which 
ought  not  to  contain  unsuitable  matter,  o\  ^^ax^^x^yxss^ 
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of  unknown  words.  Loudness  of  tone  and  rate  of  speaking 
must  be  proportioned  to  the  feeling  expressed ;  deUberate- 
ness  in  reading  shoiild  be  confined  to  distinct  articulation, 
and  the  pause  required  after  each  clause. 

Distinctness  of  articulation. — ^This  depends  mainly 
upon  clear  enunciation  of  consonants  at  the  beginning  and 
end  of  syllables,  the  power  of  each  consonant  being  fully 
brought  out  according  as  its  utterance  requires  the  muscular 
action  of  the  lips,  or  tongue,  or  throat.  It  includes  also 
correctness  of  vowel  sounds  according  to  the  best  standards 
of  pronunciation  of  the  time.  There  are,  of  course,  many 
impurities  of  vowel  sounds  ;  for  example,  a  Siurey  boy  calls 
a  cat's  toil,  *  tile,'  a  Yorkshire  boy  calls  it  '  ta-aL'  But  we 
allude  more  particularly  to  the  management  of  the  mouth, 
that  the  teeth  and  tongue  may  allow  the  sound,  impure  as  it 
may  be,  to  pass  through  without  being  smothered. 

Accent  and  emphasis. — These  include  the  stress  to 
be  laid  upon  the  more  important  syllables  of  each  word,  and 
the  more  important  words  in  a  simple  sentence.  •  The 
former  is  in  a  great  measure  arbitrary.  In  America  the 
accent  on  many  words  differs  from  our  common  usage, 
as  in  *  provide,'  for  *  provide,'  ■  prejudice,'  for  *  pr^udice,'  etc 
Since  experience  alone  enables  us  to  give  the  correct  accent 
to  many  words,  practise  reading  aloud  to  yoiir  class,  that  they 
may  notice  the  difference  of  accent  between  'circumstances' 
and  *  circumstances,'  *  incdmparable '  and  'incomparable,' 
and  such  like.  Emphasis  on  the  more  important  words  of 
a  simple  sentence  cannot  be  secured  without  management  of 
the  breath.  Without  sufficient  breath  you  will  not  be  able 
to  'hold  on'  to  the  emphatic  words.  For  example,  the 
simple  sentence,  *  James  is  coming  home  to-morrow,'  ex- 
presses three  different  senses,  as  you  '  hold  on '  to  the  words 
'James,'  'home,'  and  'to-morrow.'  It  may  be  urged  that 
we  have  separated '  emphas^is'  fxom  '  exijression  of  feeling,' 
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whereas  no  thought,  even  of  the  simplest  nature,  can  be 
unattended  by  some  corresponding  feeling  in  the  mind  of 
the  speaker.  But  it  is  found  practically  that  in  the  earlier 
stages  of  reading,  when  a  child's  faculties  are  absorbed  in 
the  mechanical  difficulties  of  the  individual  words,  the 
teacher  must  supply  the  feeling  by  previously  reading  the 
passage,  and  calling  upon  the  class  to  imitate  his  tone  and 
expression.  Such  feeling  as  may  be  aroused  in  these  earlier 
stages  by  an  exaggerated  tone  of  pity,  or  by  an  expression 
of  surprise,  is  only  artificial,  though  it  may  be  a  very  useful 
help  in  forming  the  involuntary  habit  of  observing  that  some 
more  important  word  or  words  exist  even  in  the  shortest 
sentences. 

Voluntary  expression  of  feeling. — The  teacher 
may  require  the  child  to  imitate  such  feeling  as  can  be  con- 
veyed by  interrogative  sentences  or  parts  of  a  dialogue  that 
are  expressed  in  single  sentences.  But  in  complex  sen- 
tences, in  which  more  than  one  thought  is  conveyed,  an 
intelligent  comprehension  of  the  whole  is  of  more  conse- 
quence than  the  example  of  the  teacher.  In  the  first  stages 
of  reading  the  example  of  the  teacher  is  necessary  to  pre- 
serve the  scholar  from  a  wearisome  monotone,  by  elevating 
him  above  the  mechanical  difficulties  of  his  work.  But  as 
soon  as  this  is  secured,  you  should  interfere  as  little  as  pos- 
sible with  the  natural  pitch  of  the  child's  voice.  We  have 
known  schools  where  each  child  read  well,  but  with  an  ac- 
quired and  monotonous  uniformity  of  keynote,  approaching 
the  keynote  of  the  teacher's  voice.  We  believe  that  this 
unnatural  strain  could  not  be  preserved  without  injury  to 
the  voice.  The  natural  pitch  of  voice,  which  differs  in 
each  child,  should  be  carefiilly  guarded,  that  each  sentence 
may  begin  and  close  with  the  same  keynote.  When  you 
have  secured  this  natural  pitch,  the  inflections  of  the  voi< 
due  to  the  various  emotions  will  follow  naturally  upon 
intelligent  and  sympathetic  comprehension  o€  \!cw<^'^'ds»6S^ 
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Three  stages  of  reading. — ^The  tfaiee  divisions  of 
our  subject — distinct  articulation,  emj^iasis,  feeling — will  be 
found  to  correspond  very  closely  widi  the  three  stages  of 
method  commonly  pursued  in  teaching  reading  in  classes. 

The  early  stage  in  in^ts'  schools  is  chiefly  confined  to 
acquiring  the  knowledge  of  the  form  of  the  letters  and 
their  combinations  in  real  words  of  one  syllable,  widi  the 
formation  of  these  words  into  simple  sentences.    The  second 
stage  embraces  the  first  two  standards  of  elementary  schools, 
where  simultaneous  class-reading  is  largely  used,  and  the 
children  depend  mainly  upon  artificial  help  to  suggest  the 
emphasis  required  by  the  sense  of  the  passage.     The  third 
stage  concludes  the  course,  and  aims  at  providing  a  higher 
character  of  reading,  by  encouraging  and  guiding  the  children 
to  express  their  own  feeling  without  artificial  imitation.  Every 
variet}'  of  good  reading  should  be  exhibited,  bat  the  actual 
passage  selected  for  a  reading-lesson,  if  read  beforehand  by 
the  teacher,  should  be  of  such  length  that  the  class  may 
be  guided  only  as  to  its  general  character  and  feeling,  and 
should  not  be  led  involuntarily  to  imitate  the  teacher's  voice 
in  details  of  inflection  and  emphasis. 
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CHAPTER   II. 
MECHANICAL    READING. 

The  first  question  for  an  infant  teacher  to  decide  is  the 
order  in  which  she  should  teach  the  powers  of  the  letters. 

(a)  Should  she  teach  the  alphabet  in  order,  and  refrain 
from  combining  the  letters  into  words  till  all  shall  have  been 
learned  ? 

(d)  Should  she  begin  by  teaching  the  letters  that  are 
most  easily  enunciated,  as  1,  m,  p,  or  those  that  resemble 
each  other  in  shape,  as  m,  n,  or  those  whose  names  most 
nearly  coincide  with  their  powers,  as  m,  b,  p  ? 

Something  may  be  said  for  each  of  these  methods ;  but 
we  hope  no  teacher  of  the  present  day  would  be  content  to 
follow  the  old  dame  style  of  teaching  the  alphabet  without 
regard  to  the  considerations  expressed  under  question  (d). 
Whoever  teaches  the  alphabet  through  without  regard  to  the 
powers  of  the  letters  or  their  combination  in  words,  has  only 
mounted  a  hill  to  find  a  mountain  in  front. 

Consider  the  use  of  the  alphabet  Each  letter  of  our 
present  alphabet  is  an  arbitrary  mark  for  a  name,  with  which 
it  has  no  connection  except  such  as  can  be  produced  by 
simultaneous  use  of  eyes  and  ears.  In  old  alphabets  pro- 
bably each  letter  took  its  shape  from  some  word  of  which  it 
was  the  first  letter,  as  in  Hebrew,  g  was  the  first  letter  of 
*  gimel,'  a  camel,  and  was  represented  by  a  rude  figure  of  a 
camel's  neck. 

But  our  letters  are  arbitrary  signs,  i.e.  there  is  no  natural 
connection  between  the  letter  and  its  name^  and  raax;^  ^^ 
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the  names  have,  moreover,  no  connection  with  their  power  in 
expressing  sounds.  Each  letter  of  the  alphabet,  therefore, 
requires  from  a  child  three  separate  exertions  of  eye  or  ear  :— 

1.  He  must  learn  with  his  eye  the  form  of  the  letters 

B,  R 

2.  He  must  attach  by  ear  the  correct  name  :  *B-ee, 

e-FF/ 

3.  He  has  to  acquire  by  repeated  practice  the  various 

powers  that  these  letters  have  in  words. 
You  will  notice  that  in  some  letters  the  name  and  the 
power  may  be  made  to  coincide,  if  the  vowels  employed 
in  forming  the  name  are  reduced  to  a  slight  breathing,  and 
the  consonant  sound  exaggerated  by  motions  of  the  lips  or 
tongue,  as  in  '  B-ee.' 

Methods  of  teaching  reading. — Three  different 
methods  have  found  their  respective  advocates — 

I.  The  old-fashioned  way  of  teaching  every  word  by 
literal  spelling,  beginning  with  the  letters  of  the  alphabet, 
and  combining  these  letters  into  syllables  and  words.  This 
method  does  not  meet  the  difficulty  that  every  twentieth 
word  in  the  English  language  exhibits  an  irregularity  of 
sound,  either  peculiar  to  itself  or  in  common  with  only  a 
few  other  words,  and  that  this  irregularity  of  sound  prevails 
to  a  great  extent  in  the  short  words  that  occm:  frequently  in 
children's  first  reading-books.  It  is  true  that  the  dullest 
teacher  can  build  up  every  word,  regular  or  irregular,  out  of 
single  letters,  and  teach  children  to  read ;  but  at  what  an 
expense  of  wasted  time  and  intelligence !  Every  irregular 
word,  which  should  be  learned  by  the  eye  more  than  by 
the  ear,  is  presented  to  the  ear  by  a  series  of  sounds,  whidi 
contradict  the  resulting  sound.  The  greatest  proof  of  a 
child's  faith  in  its  teacher  is  the  touching  confidence  with 
which  it  declares  its  belief  that  *  double-u-aitch-i-see-aitch ' 
spells  Svitch,'  or  rather  'wi(t)ch.' 
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2.  The  Phonic  method  (as  it  is  called),  which  dis- 
penses with  the  names  of  the  letters,  and  teaches  only  the 
powers  of  the  letters  or  the  sounds  associated  with  their 
shapes.  Many  of  the  letters  of  our  alphabet  represent  more 
than  one  sound,  and  in  a  large  number  of  our  words  silent 
letters  are  to  be  found.  Additional  letters,  or  marks  ac- 
companying the  existing  letters  to  distinguish  their  sounds 
(more  than  forty  altogether),  are  required  by  this  method. 
Silent  letters  also  must  be  printed  in  a  different  type.  Each 
letter  once  acquired  conveys  a  definite  difference  of  sound, 
and  to  this  extent  the  Phonic  system  would  be  beneficial. 
But  the  following  disadvantages  connected  with  it  may  be 
noted :  {a)  the  number  of  additional  forms  to  be  learned 
burdens  the  memory ;  {b)  the  attempt  to  utter  the  sound  of 
d,  p,  m,  with  the  smallest  accompaniment  of  vowel  sound 
tends  to  produce  stammering ;  {c)  a  teacher  requires  a  wide 
mouth,  thick  lips,  and  an  absence  of  projecting  teeth  to  do 
full  justice  to  the  method.  It  is  stated  by  the  advocates  of 
this  system  that  no  difficulty  is  found  in  passing  firom  books 
printed  in  Phonic  fashion  to  the  same  books  printed  in 
ordinary  type. 

3.  The  look-and-say  method. — This  method  re- 
quires the  child  to  look  at  a  word  and  pronounce  it  as  a 
whole,  without  regard  at  first  to  the  powers  of  separate 
letters.  If  we  begin  with  a  word  of  two  letters  and  pro- 
nounce it  as  a  whole,  we  can  prefix  other  letters,  as  *  b-an,' 
*  p-an,'  and  so  teach  the  power  of  each  letter  in  succession. 
We  may  apply  this  method  to  many  of  our  anomalous  words 
with  advantage,  but  we  find  it  necessary  to  correct  by  more 
frequent  transcription  the  defect  of  bad  spelling,  consequent 
upon  a  superficial  consideration  of  the  whole  word  without 
analysis  into  separate  letters. 

There  are  other  methods  of  which  you  will  probably  hear; 
the  Phonetic  which  requires  the  alteration  of  a  large  part  of 
our  spelling,  and  the  teaching  from  writteiv  vas»\saA.^^ 
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characters.  We  are  not  likely  to  adopt  either  of  these  latter 
methods,  and  the  Phonic  system  is  as  yet  practised  only  in 
a  few  schools. 

Combined  method  to  be  pursued. — ^You  will  find 

that  in  practice  you  must  combine  the  three  methods  given 
above.  For  accuracy  of  spelling,  it  is  necessary  to  follow 
the  alphabetic  method ;  for  distinctness  of  articulation,  you 
must  use  the  Phonic,  by  prefixing  single  letters  to  a  few 
elementary  sounds  acquired  by  the  previous  method,  as 
*  an,'  '  b-an,*  *  m-an,'  etc  ;  for  creating  an  interest  in  reading, 
you  must  introduce  your  class  at  an  early  stage  to  short 
sentences,  and  the  shortest  sentence  can  hardly  be  framed 
without  some  irregular  words,  as  *do,'  'was,'  *to,'  eta, which 
should  be  taught  by  the  look-and-say  method. 

Teaching  the  alphabet — We  say  nothing  at  present 
about  the  order  in  which  the  alphabet  should  be  taught 
We  suppose  that  false  economy  does  not  induce  you  to 
think  that  any  cheap  article  will  serve  for  teaching  the 
alphabet,  and  that  you  are  provided  with  a  large  sheet  of 
letters,  printed  in  large  type  at  a  fair  distance  from  each 
other. 

We  remark  that  we  have  three  things  to  teach  at  the 
same  time — (i)  the  shape  of  the  letter,  (2)  its  name,  (3)  its 
power  in  sound. 

How  shall  I  make  its  shape  attractive  ?  It  is  not  very 
attractive  in  itself  I  can  place  a  little  picture  by  the  side  ot 
each  letter ;  I  can  associate  its  shape  with  a  natural  ob- 
ject which  it  resembles,  o  with  an  orange  or  a  clock-face, 
h  with  a  chair,  etc. 

How  shall  I  make  the  children  remember  its  name  ?  1 
can  remove  the  card  and  require  the  letter  to  be  found  in  a 
box  of  letters,  or  to  be  fonned  on  the  black  board  or  with 
straight  and  curved  pieces  of  wood  or  cardboard. 

How  shall  I  teach  its  power  in  sound  ?    If  we  prefer  to 
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teach  the  powers  of  all  the  letters  in  order  before  proceeding 
to  words,  we  must  make  our  lips  as  plastic  as  we  can  and 
exaggerate  the  sound  of  each  letter  as  we  utter  it ;  but  we 
should  advise  you  to  defer  teaching  the  sounds  of  letters, 
whose  names  have  no  association  with  their  powers,  until 
words  have  been  formed  of  other  consonants  in  combination 
with  the  short  sound  of  each  vowel,  as  '  -an,' '  -in,'  or  *  -et,' 
which  maybe  changed  into  'can,'  'win,'  *get' 

Short  vowel  sounds  to  be  taught  first.— The 
long  vowel  sound,  which  occurs  in  'save,'  'smile,'  etc.,  cor- 
responds to  the  sound  expressed  in  the  name  of  the  letter, 
but  occurs  in  English  chiefly  in  longer  words.  We  except 
here  the  few  short  words  ending  in  e  and  o,  as  'be,' 
'me,'  'go,'  'so,'  which  can  be  taught  without  difficulty  when 
the  sound  of  the  initial  letters  has  been  mastered ;  but  the 
number  of  words  of  two  letters  containing  the  regular  long 
sound  of  the  vowel  is  very  limited.  The  short  sound,  as  in 
'  met,* '  pan,'  does  not  correspond  to  the  sound  of  the  letter- 
name,  and  requires  to  be  taught  by  the  look-and-say  method, 
in  combination  with  some  consonant ;  the  longer  sound  of 
tiie  vowels  should  be  postponed  till  a  stock  of  words  of 
three  letters  has  been  accumulated.  In  all  cases  use 
combinations  that  form  words  for  future  use;  '-an'  may  be 
changed  into  '  man,'  but  not  into  'kan;'  the  sound  oik  may 
be  given  by  forming  *  kin'  from  '-in.'  Economise  every  moment 
of  time  by  dealing  only  with  real  words  and  forming  these,  at 
an  early  stage,  into  sentences  with  some  interesting  purpose. 
Do  not  waste  children's  time  for  the  sake  of  symmetry  by 
requiring  them  to  combine  every  possible  vowel  with  every 
possible  consonant,  as  *  ab,' '  eb,' '  ib,' '  ob,'  '  ub'  Many  ugly 
sounds  are  formed  and  very  few  real  words  are  taught. 
You  are,  moreover,  doing  the  very  opposite  of  what  a  skilful 
teacher  should  do,  in  compelling  them  to  follow  your  own 
analysis  of  every  unmeaning  sound,  instead  of  selecting  only 
those  groups  that  produce  real  words.     Thus  '-in '  ma.^  ^c^ 
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used  to  teach  *bin,'  *din,'  *pin,'  'win/  but  not  *nun,'  *liii,' 
elc.;  these  latter  exercises  would  be  useful  for  a  Chinese 
child  whose  language  consists  of  monosyllables^  but  not  fos 
English  children. 

In  what  order  should  the  consonants  be 
taught? — We  have  established  above  a  basis  for  the 
formation  of  simple  words  in  such  a  way  that  the  sound  <^ 
each  consonant  may  be  clearly  marked  by  simply  prefixing 
it  to  a  sound  already  learned  We  may  teach  the  power  of 
the  consonants  by  dividing  them  into  two  groups,  according 
as  this  power  does  or  does  not  correspond  with  the  power 
of  the  consonant  in  the  letter-name.  But  you  will  find  that 
many  sets  of  reading-books  are  arranged  to  give  words  b^in- 
ning  with  a  liquid  sound — 1,  m,  n ;  next  those  b^inning 
with  a  labial  or  lip-sound,  b,  p,  v ;  then  with  a  dental  or 
tooth-sound,  d,  t ;  then  with  guttural  or  throat-sound,  as  g, 
k,  Wy  h  ;  then  with  double  sounds,  as  j,  x,  or  with  com* 
bination  of  two  or  more  letters,  *  sp,'  *str/  etc  You  will  also 
find  it  necessary  to  contrast  in  the  same  lesson  letters 
likely  to  be  confounded — ^b  and  d,  c  and  e,  n  and  u,  etc 

Distinct  articulation.— You  should  remember  that 
you  will  not  be  able  to  obtain  distinct  articulation,  espe- 
cially of  final  consonants,  unless  you  teach  your  children  to 
exercise  the  appropriate  vocal  organ ;  you  must  study  the 
shape  of  the  mouth  for  the  vowels,  separate  your  lips  de- 
cidedly for  b  and  p,  emit  your  h  and  k  with  a  clear 
throat  effort,  and,  above  all,  hold  your  head  well  up  and 
speak  with  sufficient  breath  to  expand  the  chest.  Study 
the  process  by  which  we  form  sounds,  note  the  diflFerence 
of  effiprf  required  for  the  production  of  vowels,  from  the 
broadest  a  to  the  narrowest  u. 

Hitherto  we  have  supposed  that  classes  may  consist  of 
a  large  number  of  children,  from  forty  to  sixty,  but  from 
this  stage  onward  reduce  the  size  of  your  classes.     You  wish 
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to  feel  secure  that  your  children  can  rapidly  associate  the 
sound  and  look  of  a  word — to  say  quickly  what  they  see ; 
otherwise  they  may  be  long  delayed  by  the  mere  mechanical 
difficulties  of  reading.  A  child  must  be  frequently  called 
upon  to  exercise  both  eye  and  voice  simultaneously ;  if 
the  class  be  large  and  his  turn  seldom  comes  round,  he  will 
not  acquire  involuntary  facility  of  utterance. 

You  can  now  teach  words  of  more  than  three  letters  ; 
but  avoid  words  that  contain  two  or  more  letters  combined 
to  form  one  sound,  until  you  have  taught  the  long  sound  of 
the  vowels  in  *late/  'fire,'  etc,  by  words  ending  with  a 
silent  e.  Next  introduce  words  containing  such  combina- 
tions as  *  St '  in  '  stout,'  '  str '  in  *  strong.'  Anomalous  words 
and  words  containing  silent  letters  should  be  introduced 
generally  in  all  lessons  j  *  who,'  *  was,'  *  where,'  *  these,'  etc., 
should  be  familiar  in  the  early  stages.  The  chief  difficulty 
in  alphabetical  teaching  lies  in  the  variety  of  sounds  ex- 
pressed by  the  same  letter,  as  in  *  civet-cat,'  or  in  the  anoma- 
lous sounds  of  vowels  and  diphthongs, .  as  in  the  seven 
sounds  of  the  diphthong  *  ou.'  The  difficulties  are  more 
apparent  than  real  so  far  as  reading  is  concerned  ;  most  of 
the  irregular  words  and  sounds  being  already  known  by 
ear,  children  will  easily  infer  them  from  the  sense  of  the 
passage  if  they  are  guided  by  only  a  small  indication  in  the 
word  itself.  Instead  of  attempting  to  teach  all  the  anoma- 
lous words  in  the  language  by  spelling  exercises,  increase 
the  number  of  reading  lessons  and  the  amount  of  reading 
in  each  lesson;  practise  transcription  after  the  lesson,  taking 
care  that  each  passage  transcribed  contains  one  or  more 
unknown  irregular  words.  In  this  way  the  difficulties  of 
spelling  short  words  will  be  surmounted ;  any  word  that 
you  have  built  up  carefully  by  a  regular  process  will  scarcely 
ever  be  mis-spelt,  but  an  irregular  word  that  has  been 
learned  by  the  look-and-say  method  will  require  to  be  care- 
fully picked  to  pieces  by  transcription,  otherwise  its  middle 
part  is  likely  to  be  spelt  wrong,  the  beginning  and  exsjL 
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being  less  easily  forgotten.  We  do  not  advise  spelling  by 
sound  ;  good  spelling  is  a  matter  for  the  eye,  and  depends 
upon  the  connection  of  the  word  with  the  rest  of  the  sen- 
tence. A  sentence  should  be  dictated,  and  the  selected 
word  written  silently  upon  the  slate. 

We  have  spoken  of  transcription  as  being  especially 
useful  in  teaching  spelling,  and  it  will  be  found  useful  to 
teach  the  small  script  alphabet  along  with  the  small  printed 
alphabet  The  large  alphabet  of  each  kind  may  be  intro- 
duced at  discretion  after  the  children  have  mastered  short 
words. 

Purity  of  vowel  sounds  and  use  of  the  aspirate.— 

We  have  not  much  to  say  on  this  point,  because  every 
neighbourhood  presents  its  own  variety  of  impure  vowels. 
In  fact  we  would  rather  tolerate  some  of  these  dialectic 
peculiarities  than  keep  boys  back  in  their  reading,  especially 
evening  scholars.  Reading  to  thems'elves  is  more  import- 
ant than  reading  aloud,  and  purity  of  vowel  sounds  is  not 
connected  with  distinctness  of  articulation.  The  fault,  so 
far  as  it  is  a  fault,  can  only  be  cured  by  patient  example. 
These  remarks  apply  also  to  the  exaggeration  of  the  aspirates 
peculiar  to  the  English  race  ;  deliberate  reading,  which 
allows  both  for  the  management  of  the  breath  and  for 
gathering  the  meaning  of  the  coming  sentence  and  of  its 
words,  is  the  only  cure  for  imperfect  use  of  the  letter  h. 


HIGHER  READING.  465 


CHAPTER  HI. 

HIGHER  READING. 

Hitherto  we  have  been  treating  of  distinct  articulation 
of  syllables  and  words  as  shown  in  decided  pronunciation  of 
consonants,  and  in  management  of  the  breath  for  clear 
vowel  sounds  or  for  initial  aspirates.  When  we  come  to  the 
formation  of  words  into  sentences,  we  should  be  especially 
careful  that  the  final  consonant  is  uttered  sharply  and  crisply, 
to  avoid  being  confounded  with  the  following  words,  as  in 
the  vulgarisms,  *  I  sor  'er'  for  *  I  saw  her,'  *playin'  about,'  etc. 
When  we  come  to  longer  words,  each  syllable  should  have 
its  final  consonant  fully  sounded,  to  avoid  such  vulgarisms 
as  *  a'most '  for  *  almost,'  *  prisoner '  for  *  prisoner,'  etc. 

We  might  prevent  the  intrusion  of  other  syllables  or  of 
lengthening  one  syllable  into  two,  or  of  the  omission  of  a 
syllable,  as  in  *  stupendious '  for  *  stupendous,'  *  wureld '  for 
*  world,'  *  partic'ler '  for  *  particular.'  We  might  also  save 
sufficient  breath  for  our  aspirates.  In  Ireland  and  Wales  the 
omission  of  the  aspirate  is  hardly  known ;  English  is  there 
treated  with  respect  as  a  foreign  language,  and  each  syllable 
being  distinctly  and  crisply  pronounced,  sufficient  pause  is 
allowed  to  recover  the  breath  for  emission  of  the  aspirate. 

First  reading  in  books.-— This  is  a  difficult  step 
for  a  boy  to  take,  but  it  may  be  made  easier  by  having  the 
same  lesson  already  taught  on  sheets.  The  golden  rule, 
that  a  child  should  not  encounter  more  than  one  difficulty 
at  a  time,  must  always  be  observed ;  it  is  a  serious  <i\flL- 
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culty  for  a  young  child  to  follow  for  the  first  time  the  lines 
of  a  printed  page.  Let  these  lessons  be  repeated  till  the 
eye  becomes  accustomed  to  travelling  in  a  straight  line  with- 
out the  guidance  of  the  finger. 

Enlarged  vocabulary  necessary  for  successful 
reading. — It  has  been  stated,  with  good  reason,  that  most 
of  our  children  in  elementary  schools  employ  about  five 
hundred  words  in  common  life;  and  we  believe  that  most 
readers  infer  their  words  not  fi-om  their  literal  spelling,  but 
because  they  know  the  words  and  expect  to  find  them  theie. 
We  should  imagine  that  a  rapid  reader  actually  distinguishes 
very  few  of  the  words  in  the  page  he  glances  through,  though 
he  has  gathered  the  whole  sense  of  the  author.  Every  un- 
known word  hinders  a  reader  because  it  arrests  the  flow^  of 
thought  We  would  not  discourage  an  intelligent  child 
from  guessing  at  words;  progress  in  reading  is  essential  to  all 
intelligent  teaching,  and  spelling  will  gain  in  the  long  run 
what  is  lost  at  first  by  extended  practice  of  the  eye.  We 
remember  a  boy  in  a  night  school  spelling  through  a  verse 
of  the  Bible  containing  the  words  *  wagon  and  provisions ; ' 
and  how  he  patiently  spelled  the  word  'provision'  letter  by 
letter  and  at  last  pronounced  the  word  *  'orses,'  an  idea  more 
closely  associated  in  his  mind  with  wagons.  Children's 
knowledge  of  words  should  be  extended  in  every  possible 
way  by  reading  aloud,  by  description  of  pictures,  by  object- 
lessons,  and  by  learning  poetry.  In  every  lesson  a  teacher 
would  act  wisely  in  fireely  using  his  chalk  in  writing  on  the 
black  board  any  new  words  that  occur. 

The  power  of  expectation  in  the  human  mind  is  very 
great.  Children  are  always  expecting  to  find  something 
fresh,  if  they  have  only  a  very  slight  clue ;  each  word  as  it 
is  acquired  becomes  a  fresh  clue  to  the  meaning  of  the  pas- 
sage, and  none  of  us  wait  till  the  end  of  a  sentence  to 
obtain  its  full  meaning.  A  deaf-mute  person  will  know  the 
rest  of  your  sentence  when  you  have  written  scarcely  half 
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on  the  slate,  or  have  formed  only  a  few  words  with  your 
lips. 

Explanation  of  unknown  words.— It  may  not  be 

possible,  h6wever,  to  extend  a  child's  stock  of  words  greatly 
without  reading;  and  every  lesson  in  a  well-constructed 
reading-book  will  probably  contain  some  few  words  as  yet 
imknown  to  the  child.  If  the'context  readily  gives  the  idea, 
do  not  attempt  to  explain  it  Remember  how  you  acquired 
the  full  meaning  of  a  noun,  not  by  definition  of  its  qualities, 
but  by  comparison  in  your  own  mind  of  the  same  object 
under  various  conditions,  or  of  different  objects  possessing 
the  same  quality. 

But  if  you  think  that  the  connection  of  the  words  ad- 
mits of  a  wrong  or  ambiguous  interpretation,  give  an  expla- 
nation. Instead  of  the  abstract  terms  of  a  definition,  give 
two  or  three  examples  involving  the  same  word ;  for  exam- 
ple, the  word  *  perpendicular '  should  be  explained  by 
example  taken  from  various  planes,  that  the  idea  may  not 
be  confined  to  horizontal  or  vertical  or  any  other  plane ; 
*  luxury,'  again,  should  be  explained  as  a  vice  to  be  found 
not  only  in  the  richest  classes,  but  in  the  middle  classes  as 
well. 

Imitative  emphasis  to  be  introduced.— Where  no 

difficulty  is  presented  by  an  unknown  or  unexplained  word, 
the  passage  may  be  read  by  the  teacher  with  proper  em- 
phasis and  expression,  and  the  chDdren  required  to  read  it 
in  the  same  tone.  By  the  preparatory  reading  they  are 
enabled  to  grasp  the  whole  meaning  of  the  sentence,  and 
may  then  be  expected  to  read  it  with  feeling.  You  cannot 
be  too  careful  to  separate  the  mechanical  difficulty  of  mas- 
tering the  words  from  intelligent  reading. 

Reading-books.— Without  entering  at  present  into 
the  special  topics  required  in  a  readin^-booV.^^^  ^^  t^^ns. 
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here  that  such  books  should  be  divided  into  two  gradations. 
The  first  should  contain  only  those  words  already  familiar 
to  the  scholar.  We  have  pointed  out  by  what  means  the 
vocabulary  of  children  may  be  increased.  In  this  first  stage 
the  teacher  should  prepare  for  the  coming  reading  lesson 
by  an  object  or  other  lesson  bearing  upon  the  subject  of 
the  reading.  Illustrations  should  also  be  fi-eely  used  in 
this  stage,  that  the  children  may  enter  upon  the  lesson  both 
with  a  knowledge  of  the  principal  words  and  with  a  clear 
mental  picture  of  the  subject  generally. 

Children's  rhymes  and  tales  of  mere  amusement  should 
not  be  used  for  reading-lessons.  The  pleasant  jingle  and 
the  form  of  the  story  distract  the  child  from  the  main  object 
of  the  lesson,  and  create  an  aversion  to  the  other  lessons 
in  the  book.  If  the  teacher  use  them  at  all,  it  should  only 
be  occasionally  by  way  of  reward,  and  the  rhymes  should 
be  committed  to  memory. 

Later  reading-books.^- When  the  child  has  over- 
come the  mechanical  difficulties  of  reading,  and  is  able  to 
look  forward  to  the  end  of  a  clause  before  he  reads  it,  the 
teacher  may  cease  to  read  beforehand,  correcting  only 
marked  defects  in  expression,  and  occasionally  taking  his 
turn  in  reading.  But  the  books  should  still  contain  matter 
and  words  fairly  within  the  scholar's  power.  The  object  of 
reading-books  is  the  encouragement  of  reading  rather  than 
the  conveying  of  knowledge  requiring  a  laborious  effort. 
The  lessons  should  therefore  be  free  from  interruptions 
caused  by  explanation  of  unfamiliar  terms  or  strange  ideas. 
For  example,  the  lesson  should  not  be  interrupted  to  ex- 
plain *  the  position  of  Australia,'  or  the  meaning  of  the 
word  *  dilapidated ;'  a  previous  lesson  on  geography  should 
have  supplied  one  explanation ;  the  other  would  be  illus- 
trated in  good  reading-books  by  examples  of  other  usages 
of  the  word. 
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Determination  of  words  to  be  emphasised  in  a 

sentence. — It  will  generally  be  found  in  continuous  narra- 
tive that  the  chief  emphasis  must  be  laid  upon  (i)  the  object 
(if  any)  of  a  sentence,  (2)  upon  the  grammatical  predicate, 
(3)  upon  the  subject,  and  in  less  degree  upon  other  parts  of 
the  sentence.  The  predicate  and  object  contain  the  new 
fact  of  which  the  object,  or  the  completion,  is  the  more  im-  • 
portant  part  and  requires  greater  emphasis.  But  a  wider 
rule  of  emphasis  requires  the  stress  to  be  laid  upon  those 
words  which  contain  some  contrast  or  contradiction  to 
previous  thoughts.  What  words  do  we  emphasise  in  talking  ? 
Any  new  idea  receives  emphasis  at  its  first  introduction; 
negative  words  are  emphasised  if  you  think  the  hearer  is  of 
a  different  opinion.  A  contrast  with  previous  statements,  or 
with  the  thoughts  you  imagine  to  be  passing  through 
another's  mind,  is  the  real  ground  of  emphatic  reading.  It 
would  furnish  good  practice  for  children  if  they  were  re- 
quired to  give  reasons  for  the  emphasis  on  particular  words. 
For  example,  in  the  sentence,  *  The  grey  cat  has  eaten  the 
bird,'  if  the  emphasis  is  laid  on  *  grey,'  the  contrast  is  with  a 
suspected  black  cat ;  if  on  '  eaten,'  with  the  mere  stealing, 
to  show  that  there  is  no  hope  of  the  bird's  life ;  if  the 
statement  is  entirely  new  and  no  contrast  is  to  be  made, 
emphasis  would  be  placed  in  ascending  order  on  *  grey  cat,' 
*  eaten,'  *bird.'  In  poetry  the  emphatic  words  of  a  sentence 
are  often  sufficiently  distinguished  by  the  unusual  arrange- 
ment, the  object  often  preceding  the  predicate  and  occa- 
sionally the  subject.  Ancient  languages  were  much  freer 
from  grammatical  restraints  than  the  modem ;  the  emphatic 
word  of  each  sentence  would  be  often  found  in  what  would 
now  be  called  an  imgrammatical  arrangement. 

Pauses  in  reading. — We  cannot  say  why  printers 
introduce  numerous  commas  and  other  stops  into  modern 
books ;  they  are  not  useful  either  for  saving  the  breath  or 
for  distinctness  of  thought.     But  each  e-s^^tiVYXSaJL  xsskoSs^^s^  '^ 
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a  sentence  requires  a  certain  rest  to  mark  the  separation  of 
the  subordinate  sentences  from  the  principal  sentence,  and 
to  enable  the  reader  to  grasp  the  sense  of  each  complete 
thought  before  he  utters  it.  Those  children  make  the  best 
readers  who  are  allowed  to  wait  and  look  forward  clause  by 
clause. 

Modulation  of  voice. — ^This  cannot  be  attempted 
unless  the  child  reads  in  its  natural  key;  all  attempt  at 
modulation  in  any  other  key  must  be  a  wider  departure 
from  true  reading  than  the  change  of  key  itself.  Whatever 
emotions  stir  in  a  child's  breast  can  be  expressed  by  modu- 
lation of  voice.  Children  cannot  supply  true  pathos  to 
passages  expressing  jealousy,  remorse,  revenge,  passionate 
love ;  but  pity  for  animals,  loss  of  a  mother,  passion  for  ad- 
venture are  suitable  to  a  child's  age,  and  can  be  expressed 
with  proper  modulation.  Recitation  of  passages  containing 
such,  sentiments  is  especially  valuable ;  the  child  is  re- 
lieved of  the  mechanical  labour  of  attending  to  a  book,  and 
can  throw  its  whole  soul  into  the  poetry.  After  a  very  few 
pieces  he  will  have  acquired  for  life  the  tone  suitable  to  the 
feeling  expressed.  We  do  not  advise  poetry  for  a  reading- 
lesson,  except  in  the  highest  classes.  Unless  a  child  is  quite 
free  from  mechanical  difficulties  of  words,  and  able  to  look 
beforehand  for  the  full  sense  of  the  passage,  it  is  obliged  to 
fall  back  on  the  divisions  into  lines  for  its  pauses  and  on  the 
rhythm  of  the  verse  for  its  emphasis. 

We  have  called  attention  in  these  pages  to  the  chief 
difficulties  attending  reading,  and  to  the  principal  qualities 
of  good  reading ;  but  we  wish  to  impress  upon  our  readers 
that  a  pennyworth  of  practice  is  worth  a  pound  of  precept, 
and  that  a  good  reader  will  make  other  good  readers.  Cul- 
tivate your  own  mind,  that  you  may  be  a  good  model  of 
clear,  pure,  bold  speaking  and  thinking.  Read  aloud  and 
often  to  your  class,  and  have  as  many  reading-lessons  as 
jour  time  will  allow. 
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SCHEMES  FOR  READING  LESSONS. 


FIRST  STAGE.    Usual  age,  four  to  five. 

The  alphabet,  and  words  of  two  letters. 

Apparatus,  (i)  The  black  board.  (2)  A  card  of 
capitals  and  another  of  small  letters,  printed  in  bold  type, 
with  the  letters  at  a  fair  distance  from  each  other.  (3)  A 
box  of  letters  in  *  block '  type.  (4)  A  card  containing  words 
of  not  more  than  two  letters  arranged  in  short  sentences. 

Plan  of  first  Lessons, 

I.  Capital  letters.  The  capitals  should  be  taught  in 
groups,  and  each  group  should  be  fairly  mastered  before 
proceeding  to  the  next ;  e,g,^  O,  I,  S,  H ;  T,  L,  E,  F ; 
A,  M,  N,  X;  D,  P,  B,  R ;  C,  G,  U,  V,  Y;  W,  K,  J, 
Q,  Z. 

1.  Select  one  of  the  letters  most  easily  learned,  e,g.y  I, 
Print  it  on  the  black  board  and  give  its  name. 

2.  Point  to  the  same  letter  on  the  card,  and  require  the 
class  to  name  it  distinctly. 

3.  Require  individual  children  to  pick  out  the  letter 
{a)  from  the  box  of  letters,  (p)  from  the  card  of  words. 

4.  Ask  the  children  to  name  an  object  having  sotsva. 
resemblance  to  the  letter,  and  dta\i   ^XX^XL>asiXv  \a  ^^\sss& 
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of  similarity  or  difference  between  letters  in    the   same 
group. 

5.  In  the  writing  lessons  let  the  children  draw  the  letter 
on  their  slates  (a)  from  copy,  (d)  from  dictation  ;  and  during 
Kindergarten  exercises  let  them  make  the  letters  for  them- 
selves with  pieces  of  wood,  etc,  naming  them  to  the  teacher 
in  each  case. 

II.  Small  letters,  i.  Teach  first  those  which  most 
resemble  the  capitals,  e,g.,  o,  S,  v,  w,  C,  x,  z.  (These  should 
have  been  pointed  out  while  teaching  the  capitals.)  Next, 
group  together  those  which  are  apt  to  be  confounded,  e.g., 
b,  d,  h  ;  p,  q  ;  m,  n,  u  ;  c,  e.  Then  teach  the  remaining 
letters  in  the  manner  indicated  above  (1-4). 

2.  Place  the  capital  and  small  letters  side  by  side  on  the 
black  board  while  teaching  the  latter. 

III.  Words.     I.  When  two  or  three  groups  of  capital  * 
letters  have  been  fairly  mastered,  the  teacher  may  introduce 
one  or  two  easy  words  (SO,  IT,  IS),  printing  them  on  the 
board,  and  placing  them  in  the  frame  of  the  box  of  letters. 
Name  the  word  and  require  the  class  to  spell  and  name  it 

2.  When  the  small  letters  are  fairly  known,  begin  the  use 
of  the  card  with  words  of  two  letters. 

3.  The  use  of  the  vowels  may  be  taught  in  a  great 
measure  by  comparing  'so,'  *go,'  *no'  (*to'  and  *do' 
should  be  taught  separately,  in  a  later  lesson) ;  *  be,'  *  he,' 
'  me ' ;  then  practice  with  the  initial  vowel  should  follow, 
e.g.,  '  if/  *  in,' '  it,'  *  is  ' ;  '  an,'  '  as,'  '  at ' ;  *  up,'  *  us.' 

4.  Three  or  four  short  sentences  will  suffice  for  one 
lesson.  These  should  be  spelt  and  named  (a)  simultaneously, 
(If)  individually. 

Obsen^ations. 

I.  In  teaching  the  alphabet,  give  as  much  individual 
practice  as  possible.  Each  child  should  receive  its  proper 
«^are  oi  attention. 


SCHEMES  FOR  READING  LESSONS.  473 

2.  The  young  teacher  will  bear  in  mind  the  tender  age 
of  the  children.  Do  not  attempt  too  much  at  one  time,  and 
let  the  lessons  be  as  varied  and  interesting  as  possible.  The 
progress  of  the  children  depends  quite  as  much  on  the  dis- 
position of  the  teacher  as  upon  the  methods  used. 


SECOND    STAGE.      Usual  age,  five  to  six. 
Easy  words  of  three  and  four  letters. 

Apparatus,  (i)  A  set  of  about  twelve  cards  containing 
easy  words  of  three  and  foiu:  letters  printed  in  bold  type. 
{2)  An  easy  primer  of  about  thirty-two  pages  in  large  type 
throughout.  The  first  part  should  contain  the  same  lessons 
as  the  cards. 

The  cards  alone  will  be  used  at  first,  then  cards  and 
books  alternately,  and  lastly  books  alone. 

Plan  of  first  Lessons. 

1.  Print  on  the  black  board  a  few  words  of  two  letters 
(e,g,^  *at,'  *an')  and  ask  the  children  to  spell  and  name 
them.  Then  prefix  a  consonant  to  each  (*  m-at,'  *  m-an  * ; 
*  p-at,'  *  p-an' ),  and  after  suggesting  the  power  of  the  con- 
sonant in  sound  by  the  motion  of  her  own  lips,  the  teacher 
will  ask  the  children  to  name  the  word. 

2.  Exercise  orally  in  one  or  two  analogous  words  occur- 
ring in  the  lesson,  at  first  with  one  initial  consonant,  and 
later  on  with  two  (*  at,'  *  sat,'  *  that ' ;  *  bun,'  *  fun,'  *  shun '). 

3.  The  children  will  then  spell  through  and  name  the 
words  of  the  first  sentence  on  the  card  simultaneously. 
After  spelling  through  the  first  word  which  offers  a  diflficulty, 
let  the  teacher  name  it,  write  it  on  the  black  board,  and  re- 
quire the  class  to  repeat  it  aloud. 

4.  Let  the  class  then  name  the  words  in  the  same  sen- 
tence without  spelling. 
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5.  Proceed  in  this  way  to  the  end  of  the  lesson.  Then 
ask  the  children  to  spell  and  name  the  words  on  the  black 
board. 

6.  Let  the  lesson  be  read  individually,  each  child  first 
spelling  the  words  and  then  naming  them.  If  the  class  is 
large,  each  child  may  take  one  word  at  a  time. 

7.  The  small  script  letters  will  probably  be  taught  at  this 
stage,  and  the  words  copied  should  be  named  by  the  chil- 
dren. 

Observations, 

1.  The  chief  aim  at  this  stage  will  be  to  teach  the  powers 
of  the  letters,  and  a  large  number  of  new  words  will  be  ac- 
quired by  comparison. 

2.  Short  irregular  words  (<?.^.,  *  was,'  *  one ')  will  be  taught 
by  the  *  look-and-say '  method,  though  they  should  be  spelt 
in  order  to  ensure  that  the  eye  has  time  to  take  in  the  form 
of  the  word. 

3.  Insist  on  a  clear  utterance  of  the  initial  and  final  con- 
sonants in  such  words  as  '  «es//  '  hanrt?!' 

4.  During  the  individual  reading,  simple  questions  on 
the  meanings  of  words  should  be  frequently  put,  and  explana- 
tions given  of  words  outside  the  ordinary  vocabulary  of  the 
children. 

5.  When  beginning  the  use  of  books,  the  teacher  must 
see  that  each  child  is  pointing  with  the  first  finger  of  the 
right  hand  to  the  proper  word. 


THIRD  STAGE.     Usual  age,  six  to  seven. 
Monosyllables  and  a  few  easy  dissyllables. 

The  reading-book  should  contain  about  sixty-four  pages, 
and  two  or  even  three  sets,  if  carefully  graduated,  may  be 
read  through  during  iVv^  ^^ax.    TVv^  laxv^viagie  should  be 


SCHEMES  FOR  READING  LESSONS.  475 

simple,  and  the  sentences  short  but  not  isolated.     About 
twelve  lines  will  generally  be  sufficient  for  an  early  lesson. 

Plan  of  first  Lessons, 

1.  Excite  the  interest  of  the  children  by  a  short  conver- 
sation about  the  picture  at  the  head  of  the  page,  or  the  sub- 
ject of  the  lesson. 

2.  The  teacher  will  read  the  first  sentence  slowly,  seeing 
that  the  children  are  pointing  to  the  place  in  their  books. 

3.  The  class  will  read  the  same  sentence  simultaneously, 
the  teacher  giving  the  time  and  proper  pitch  of  voice,  mark- 
ing emphatic  words. 

A^.  Ask  an  inattentive  or  backward  child  to  read  or  spell 
through  the  same  sentence. 

5.  Proceed  in  this  way  to  the  end  of  the  lesson.  Then 
let  the  whole  be  read  through  simultaneously,  the  children 
being  required  to  spell  any  word  at  which  they  hesitate  ;  the 
teacher  writing  it  on  the  board,  dividing  easy  dissyllables 
like  *in-to,''al-so.' 

6.  Ask  a  few  children  to  spell  and  name  from  the  black 
board  the  difficult  words,  and  point  out  one  or  two  words 
similarly  formed,  <?.^.,  *  house,'  'mouse.' 

7.  Give  as  much  individual  practice  as  time  permits, 
encouraging  expression,  use  of  the  aspirate,  etc. 

Observations, 

1.  At  this  stage  the  child  will  meet  with  many  irregular 
words,  such  as  those  containing  silent  letters  (*  lamb,'  *  talk,' 
*gnaw')  or  difficult  combinations  ('thought,'  'through'). 
The  sense  of  the  passage  will  often  help  him  in  encountering 
these. 

2.  Encourage  loud  reading  as  a  general  rule. 

3.  !^J;onotonous  reading  usually  begins  at  this  stage,  and 
care  must  be  taken  during  the  simultaneous  rea-dwx^  \a  ^^-^^^ 
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vent  it    See  that  the  vowel  sounds  be  not  unduly  lengthened, 
but  let  them  be  short,  clear,  and  distinctive. 

4.  The  teacher  should  occasionally  exercise  individuals 
in  reading  backwards,  to  ascertain  that  the  lessons  are  not 
learned  by  heart 


FOURTH  STACK     Usual  age,  seven  and  eight 

Easy  narrative  in  more  difficult  monosyllables,  and 
ordinary  dissyllables.  (Standard  I.  in  Elementaiy 
Schools.) 

The  reading-book  should  contain  about  one  hundr^ 
and  twenty  pages,  and  consist  mainly  of  easy  stories.  No 
subject  should  be  introduced  which  is  beyond  the  capacity 
of  the  children.  The  lessons  should  be  broken  up  into  short 
paragraphs. 

Plan  of  Lesson, 

1.  After  a  few  words  about  the  subject  of  the  lesson  the 
teacher  will  read  a  short  paragraph  slowly,  seeing  that  the 
children  are  following  him  in  their  books. 

2.  The  children  will  read  the  same  paragraph  simul- 
taneously, imitating  the  teacher's  emphasis  and  expression. 

3.  Difficult  words  should  be  written  syllabically  on  the 
board,  and  spelt  simultaneously,  as  they  are  met  with. 

4.  When  the  lesson  has  been  read  through  in  this  way, 
it  should  be  read  again  simultaneously  with  as  little  interrup- 
tion as  possible. 

5.  Individual  reading ;  the  teacher  first  calling  on  back- 
ward children,  then  taking  the  class  in  order. 

6.  Explain,  or  question  on  the  meanings  of  words  after 
each  individual  has  read,  and  on  spelling  at  the  cIosq  of  the 
lesson. 
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Observations. 

1.  Many  children  will  probably  be  found  in  the  class  at 
this  stage  who  have  had  very  little  previous  teaching. 
These  should  have  more  individual  attention  than  the  rest  of 
the  class.  It  will  often  be  found  advantageous  to  have  two 
divisions  who  might  read  alternate  sentences  simultaneously. 

2.  The  main  object  at  this  stage  will  be  to  increase  the 
children's  stock  of  words,  and  there  should  be  as  much 
variety  of  reading  as  possible,  to  prevent  the  lessons  being 
learned  by  heart.  Two  sets  of  books  at  least  should  be 
mastered  in  one  year. 

3.  In  the  short  stories  read,  questions  will  be  commonly 
asked  and  answered,  or  exclamations  made.  The  necessary 
difference  of  tone  in  reading  these  should  be  constantly  in- 
sisted on.  Exaggerated  emphasis  may  be  tolerated ;  it  is 
better  than  monotony. 

4.  Syllabic  spelling  will  be  necessary  at  first  with  new 
words,  though  it  should  not  be  insisted  on  with  words  hke 
*  many,'  *  little,'  *  given,'  etc.  The  teacher  should  use  the 
black  board  for  dividing  words  which  offer  any  difficulty, 
and  thus  train  the  children  to  do  it  for  themselves. 

5.  Carelessness  in  easy  words  (e,g,^  'saw'  for  'was,'  'on  * 
for  *  no,'  and  vice  versa)  should  be  carefully  noticed  and 
checked.  A  slight  pause  should  be  made  at  first  after  each 
word, 

FIFTH  STAGE.     Usual  age,  eight  and  nine. 

Reading  with  intelligence  from  an  elementary 

reading  book.    (Standard  II.) 

• 

The  book  should  consist  of  easy  narrative,  with  simple 
lessons  on  common  things,  animals,  etc.,  in  language  slightly 
in  advance  of  the  last  book.  Fluency  and  verbal  accuracy 
should  be  the  chief  aims  in  this  stage. 
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Plan  of  Lesson, 

1.  A  short  list  of  the  more  difficult  words  should  be 
written  syllabically  on  the  black  board,  and  spelt  simul- 
taneously. 

2.  Ailer  a  few  words  on  the  subject  of  the  lesson  the 
teacher  will  read  slowly  the  first  paragraph,  and  require  the 
class  to  follow  him  simultaneously  with  as  little  help  as  pos- 
sible. At  a  later  stage,  the  teacher  may  call  on  a  good 
reader  in  the  class  to  read  the  sentence  first,  as  a  model  for 
imitation  by  the  others. 

3.  Having  read  through  the  lesson,  the  teacher  will  put 
a  few  questions  rapidly  to  test  the  children's  knowledge  ot 
the  subject  matter. 

4.  Call  upon  the  most  backward  children  to  read  indivi- 
dually, not  merely  to  a  full  stop,  but  until  some  one  else  is 
told  to  go  on.  If  a  word  is  misnamed,  ask  the  first  who 
puts  up  his  hand  to  correct  the  error. 

5.  Question  orally  on  the  spelling  and  meaning  of  the 
difficult  words. 

Observations. 

1.  The  short  sentences  read  in  the  preceding  stages  will 
now  be  exchanged  for  longer  ones,  and  the  teacher  should 
see  that  proper  attention  is  paid  to  the  stops. 

2.  There  will  be  a  tendency  to  fast  reading  among  the 
more  advanced  children,  who  will  imagine  that  .this  consti- 
tutes good  reading.  This  fault  should  be  carefully  checked, 
as  it  is  the  fiiiitful  source  of  indistinctness,  the  omission  of 
words,  and  other  careless  habits. 

3.  Distinct  utterance  should  be  insisted  on  during  the 
individual  reading.  The  teacher  will  see  that  the  mouth  is 
open  and  the  vocal  organs  brought  into  play.  Similar  sounds 
coming  together  {e,g,^  *  thix  jtone ')  should  be  pointed  out 
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SIXTH  STAGE.    Ages,  nine  and  ten. 

Reading  with  intelligence  from  a  more  advanced 

book.     (Standard  III.) 

Flan  of  Lesson. 

1.  After  a  few  explanatory  words  and  testing  questions 
on  the  subject  of  the  lesson,  the  teacher  will  read  a  para- 
graph of  four  or  five  lines,  and  require  it  to  be  read  by  two 
or  three  children  individually.  (If  the  lesson  is  a  difficult 
one,  simultaneous  reading  may  be  used  at  first.) 

2.  Call  attention  to  any  words  peculiar  in  spelling  or 
meaning  by  writing  them  on  the  black  board. 

3.  Where  practicable,  let  the  class  be  broken  up  into 
small  groups,  with  a  good  reader  as  monitor  to  each,  the 
teacher  passing  from  one  group  to  another. 

4.  Individual  reading;  with  questions  on  the  meaning 
of  words  in  each  case,  if  possible. 

Observations. 

1.  Voluntary  expression  should  be  encouraged  at  this 
stage.  Where  monotony  is  prevalent,  the  teacher  might 
occasionally  write  on  the  black  board  a  simple  letter,  or  short 
story  of  school  life  containing  several  questions  and  answers, 
and  require  it  to  be  read  in  a  natural  tone  of  voice,  before 
going  on  to  the  lesson  in  the  book. 

2.  With  increased  facility  in  reading,  the  children  should 
be  trained  in  the  habit  of  looking  some  words  ahead. 

3.  They  should  be  encouraged  to  read  aloud  at  home. 

4.  Short  dialogues  or  easy  poetry  might  occasionally  be 
set  as  home  lessons,  to  be  learned  after  the  teacher  had 
given  the  model  of  expression  for  imitation. 

5.  In  asking  for  the  meanings  of  words  encourage  ner- 
vous children,  if  any  indication  is  given  that  the  idea  is  in 
the  mind. 
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SEVENTH  STACK    Age,  ten  to  twelve. 
Reading  prose  or  poetry  with  intelligence. 

(Standard  IV.) 

Plan  of  Lesson, 

1.  Introduce,  as  in  the  preceding  stage,  by  a  few  remarks 
and  questions  on  the  subject  matter,  which  should  have 
been  prepared  beforehand  by  the  teacher. 

2.  The  lesson  should  be  divided  into  two  or  three  parts, 
the  teacher  reading  one  part  at  a  time  as  a  model  for  imita- 
tion. In  the  case  of  poetry,  the  prose  order  of  the  words 
should  be  pointed  out,  as  a  help  to  proper  pause  and  em- 
phasis. 

3.  Let  each  part  be  read  individually,  after  each  case 
asking  for  or  giving  meanings  of  the  words,  or  a  simple  para- 
phrase of  a  sentence. 

4.  Question  collectively  on  the  subject  matter. 

Observations, 

1.  The  pupils'  knowledge  of  the  parts  of  speech  should 
be  utilised  in  giving  synonyms.  They  should  be  taught  to 
explain  a  noun  by  using  another  noun,  a  verb  by  another 
verb,  etc. 

2.  The  use  of  emphasis  may  be  illustrated  by  showing 
how  the  sense  of  a  short  sentence  may  be  altered  by  chang- 
ing the  emphatic  words. 

3.  The  management  of  the  breath  in  long  sentences 
should  be  taught  The  teacher  should  show  by  his  own 
example  how  the  sense  often  requires  a  short  pause  to  be 
made  where  a  comma  would  be  out  of  place. 
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EIGHTH  STAGE.    Age,  twelve  to  fourteen. 

Reading  with  fluency  and  expression,  and  recita- 
tion of  prose  and  poetry.    (Standards  V.  and  VI.) 

The  teacher  will  now  aim  at  cultivating  taste  and  style. 
For  this  purpose  magazines  and  extracts  from  newspapers 
should  be  used  with  the  reading-book.  The  latter  should 
contain  biography,  history,  travels,  and  such  other  informa- 
tion as  will  tend  to  foster  a  love  for  reading. 

The  p/an  adopted  in  the  reading  lesson  will  be  very  much 
the  same  as  in  the  last  stage,  with  the  following 

Observations, 

1.  Before  reading  any  passage  from  a  standard  author, 
the  story  of  his  /i/e  should  be  shortly  and  graphically  told. 

2.  The  scholars'  knowledge  of  analysis  should  be  fre- 
quently utilised,  so  that  sentences  and  their  parts  may  be 
readily  recognised,  and  the  proper  pauses  made  between 
them. 

3.  Dialogues,  extracts  from  Shakspeare,  etc.,  should 
occasionally  be  taken  in  dramatic  form,  characters  being 
assigned  to  each  of  a  group  of  pupils.  Criticism  on  pro- 
nunciation or  mode  of  expression  should  then  be  invited 
from  the  other  members  of  the  class. 

"'         Plan  of  teaching  recitation  of  Prose  and  Poetry, 

1.  Take  the  passage  as  a  reading  lesson,  the  teacher 
carefully  pointing  out  and  explaining  all  meanings,  allusions, 
and  figures  of  speech.  By  no  means  leave  the  pupils  to  get 
up  these  from  the  notes  in  books. 

2.  Exercise  the  class  in  writing  out  the  passage  (a)  in 
prose  order,  (b)  in  their  own  words.    Paraphrases  of  all  <i>S6w- 
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cult  passages  should  be  made  by  the  teacher,  and  then  copied 
from  the  black-board  by  the  scholars. 

3.  Let  the  passage  be  learned  by  heart  as  a  home  lesson, 
and  recited  next  day,  first  sunultaneously,  then  indivi- 
dually. 

4.  It  should  occasionally  be  written  out  from  memory 
with  proper  punctuation. 


SECTION   XI. 

HOW  TO  TEACH  WRITING. 


Importance  of  good  writing. — ^There  is,  perhaps,  no 
subject  taught  in  an  elementary  school  that  furnishes  both 
to  inspectors  and  parents  a  more  common  and  ready  test  of 
the  general  character  of  the  school  than  the  writing  of  its 
scholars.  Many  amongst  the-  old  race  of  schoolmasters 
were  indebted  for  their  reputation  as  teachers  almost 
solely  to  the  skill  which  they  displayed  in  producing 
good  writers.  At  the  present  day,  however,  some  teachers 
of  great  ability  are  to  be  found  who  pay  but  little  attention 
to  the  subject  of  writing.  They  regard  it  as  a  mere 
mechanical  art,  the  practice  of  which  takes  up  too  much  of 
the  time  that  should  be  devoted  to  the  intellectual  improve- 
ment of  their  pupils.  In  a  school  well  taught  in  other 
respects  it  is  not  uncommon  to  find  that  the  copy-books 
are  given  out  to  the  children,  and  they  are  told  to  go  on 
with  their  writing  whilst  the  teacher  himself  proceeds  to 
hear  a  class  read,  or  to  give  a  lesson  in  geography  or  his- 
tory. Such  a  plan  often  appears  to  be  unavoidable  owing 
to  a  deficiency  in  the  teaching  staflf  of  the  school ;  but,  what- 
ever may  be  the  cause  that  leads  to  such  neglect,  teachers 
must  not  expect  that  their  scholars  will  become  good  writers 
unless  constant  supervision  is  exercised  and  careful  and 
systematic  instruction  given  during  the  writing  lesson. 
Teachers  should  remember — (i)  that  the  greater  the  attain- 
ments of  a  child,  the  more  necessary  it  becomes  tha.t  >$. 

1 1  a 
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should  write  well,  in  order  to  make  the  best  use  of  its  know* 
ledge  ;  (a)  that  the  power  of  writing  well  is  a  great  recom- 
mendation to  the  average  boy  or  girl  when  entering  upon 
the  practical  work  of  life ;  (3)  that  there  are  but  few  children 
Who  cannot  be  taught  to  write  well ;  (4)  that  the  teacher 
who  is  a  good  writer  himself  will,  owing  to  the  great  imitative 
power  of  children,  almost  certainly  find  that  his  pupils  will 
become  good  writers,  and  that  even  the  teacher  who  is  him- 
self an  indifferent  penman  may,  by  constant  care  and 
thoughtful  instruction,  obtain  good  writing  in  his  school. 

How  to  secure  good  writing. — In  order  to  make 
his  scholars  good  writers,  the  teacher  should  keep  constantly 
in  view  the  following  points,  viz. :  (i)  that  the  i^Titing 
should  be  legible  ;  (2)  that  the  forms  of  the  letters  should 
be  pleasing  to  the  eye  ;  (3/  that  the  writing  should  be  pro- 
duced with  ease  and  rapidity.  These  characteristics  can  be 
secured  by  careful  attention  to  the  following  rules  : — 

(i)  Let  the  written  characters  be  as  simple  in  form  as 
possible.     Ornamental  sfrokes  and    curves   in 
variably  detract  from  legibility. 

(2)  Let  the  letters  be  rounded  rather  than   angular. 

Angular  writing  is  always  difficult  to  read,  and 
pointed  letters  are  wanting  in  beauty.  Much  of 
the  beauty  as  well  as  the  legibility  of  the  writing 
will  depend  on  the  management  of  the  curve. 

(3)  Encourage  an  upright  rather  than  a  sloping  hand. 

It  is  easier  both  to  read  and  to  write.  Mulhauser's 
oblique  lines  were  ruled  at  an  inclination  to  the 
horizontal  lines  of  60**. 

(4)  See  that  the  letters  are  of  the  proper  height,  width, 

and  thickness,  and  at  the  correct  distances  fixwo 
each  other.  Uniformity  will  greatly  add  to  the 
legibility  and  beauty  of  the  writing.  Special  care 
is  required  with  regard  to  the  height  of  the  letters 
b,d,f,g,  h,j,  k,  1,  p,q,t,y,z. 
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(5)  Teach  carefully  the  proper  mode  of  joining  letters 

and  parts  of  letters,  and  see  that  words  are  not 
written  too  closely  together  nor  separated  by  too 
great  intervals. 

(6)  Pay  particular  attention  to  the  mode  of  holding  the 

pen. 

(7)  Let  the  advanced  pupil  be  occasionally  practised  in 

writing  whole  words,  and  even  short  sentences, 
without  lifting  the  pen,  and  at  a  speed  pro- 
portioned to  his  increasing  proficiency. 

Methods  of  teaching  writing. — There  are  two 
principal  methods  employed  in  teaching  writing,  viz. 
( I )  Mulhauser's  method,  by  which  children  are  first  taught 
the  elementary  parts  of  all  letters,  and  are  then  taught  to 
combine  these  elements  in  the  formation  of  letters  and 
words ;  (2)  the  method  of  teaching  children  at  once  to 
copy  short  and  simple  sentences,  without  having  first  in- 
structed them  in  the  formation  either  of  letters  or  words. 
The  sentences  set  as  copies  are  carefiilly  graduated  in  diffi- 
culty, and  the  words  previously  used  are  again  and  again 
introduced  until  the  pupil  becomes  familiar  with  them. 
This  latter  method  has  been  successfully  worked  by  many 
able  teachers.  We  can  readily  understand  that  such  a 
system  in  the  hands  of  a  careful  teacher  may  produce  sur- 
prising results  in  a  short  time,  but  we  cannot  believe  that 
excellence  in  writing  can  be  attained  under  any  plan  that 
neglects  careful  instruction  in  the  elementary  parts  of  letters 
and  words.  We  think  it  to  be  of  great  importance  that  the 
teacher  should,  if  possible,  choose  the  best  method  of  teach- 
ing writing,  but  we  believe  it  to  be  of  still  more  importance 
that  he  should  adopt  some  method,  and  that  he  should 
strictly  adhere  to  the  method  he  has  adopted.  Let  him 
classify  the  letters  of  the  alphabet  in  the  order  of  their 
simplicity;  let  him  determine  what  mechanical  aids  are 
requisite,  and  in  wb^t  order  text,  ha.lf-t^yl^  2ccv^  ^x5^^\«3Ck$^ 
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should  be  taught ;  and  when  he  has  settled  for  himself  these 
and  other  sunilar  questions,  let  him  adhere  dosely  to  his 
plan,  making  only  such  slight  variations  as  his  own  practical 
experience  may  from  time  to  time  suggest  If  the  teacher 
does  this,  and  carries  out  his  plan  conscientiously,  his  efforts 
will  in  all  probability  be  crowned  with  success. 

MulhUuser's  method.— The  method  of  teaching 
writing  to  which  Mulhauser  has  given  his  name  consists  of 
three  parts : — 

I.  Analysis^  i.  e.  the  decomposition  of  the  letters  of  the 

alphabet  into  their  elementary  parts.  Mulhauser 
showed  that  all  letters  are  formed  from  the  following 
four  elements,  or  some  slight  modification  of 
them,  viz. : — 

(i)  The  straight  line,  /    / 

(2)  The  curve  line,  \      y 

(3)  The  loop,  ^    ^ 

(4)  The  crotchet,  h^ 

II.  Classification,  i.e.  the  arrangement  of  the  letters  ot 

the  alphabet  so  that  they  may  be  presented  to 

children  in  the  order  of  their  simplicity. 
III.  Synthesis,  i.e.  the  re-composition  into  letters  and 

words  of  the  elements  which  the  previous  analysis 

had  decomposed. 
Analysis  and  classification  are  the  work  of  the  teacher ; 
synthesis  is  the  work  of  the  pupil,  and  is  the  process  by 
which  he  learns  to  write.  In  order  to  assist  the  pupil  in 
combining  the  elements  into  letters,  Mulhauser's  copy-books 
were  ruled  with  rhomboids,  which  enabled  the  child  to  de- 

• 

Note. — This  explanation  of  Mulhauser's  method  is  derived  from 
the  *  Manual  of  Wnling'  pubUshed  in  1842  under  Uie  sanction  of  the 
Committee  of  CouncW  oTi^^w.caX\oTi, 
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• 

termine  with  accuracy  the  height,  slope,  and  breadth  of  each 
letter  and  of  every  part  of  each  letter.  There  are  but  few 
copy-books  published  at  the  present  time  which  are  ruled 
according  to  Mulhauser's  plan,  but  we  find  horizontal  lines 
used  in  all  copy-books,  and  not  infrequently  oblique  lines 
are  employed  to  some  extent  in  the  earlier  books  to  assist 
pupils  in  learning  the  correct  slope  of  letters.  Whatever 
may  be  thought  as  to  the  advisability  of  using  Mulhauser 
copy-books,  there  can,  we  believe,  be  no  doubt  as  to  the 
necessity  for  having  one  side  of  a  black  board  ruled  with 
Mulhauser's  rhomboids,  so  as  to  enable  the  teacher  to 
illustrate  to  his  class  the  correct  form  of  every  letter. 

Locke!s  hints  on  writing. — In  his  work  entitled 
'  Some  Thoughts  concerning  Education '  Locke  made  cer- 
tain suggestions  as  to  the  mode  of  teaching  writing,  which 
may  be  briefly  summed  up  as  follows : — (i)  The  pupil 
should,  before  commencing  to  write,  learn  the  proper  posture 
and  the  correct  mode  of  holding  the  pen.  (2)  Engraved 
models  should  be  used,  the  size  of  the  writing  being  much 
larger  than  the  pupil  should  ordinarily  write.  (3)  The 
plan  now  known  as  *  tracing*  should  be  employed  with  begin- 
ners. These  hints  are  now  more  or  less  adopted  by  all  good 
teachers,  but  care  must  be  taken  that  tracing  is  not  employed 
too  long,  or  it  may,  like  the  too  free  use  of  Mulhauser's 
rhomboids,  become  a  hindrance  rather  than  a  help  to  the 
pupiPs  progress. 

FIRST  LESSONS  IN  WRITING. 

(a)  The  use  of  slates  and  paper. — Experienced 
teachers  are  very  much  divided  in  opinion  as  to  whether 
slates  or  paper  should  be  used  for  first  lessons  in  writing. 
The  writer  of  this  manual  would,  for  the  following  reasons, 
strongly  recommend  the  use  of  slates  until  the  pupil  can 
form  all  the  small  letters  with  ea§e : — (i)  Young  children. 
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experience  more  difficulty  in  holding  and  guiding  a  pen  than 
a  slate  pencil.  (2)  Mistakes  can  be  corrected  with  greater 
ease  on  slates  than  on  paper.  (3)  Even  the  youngest 
children  in  an  infant  school  are  now  required  to  write  on 
slates  at  the  Government  examination.  But  practice  in 
writing  on  paper  should  not  be  postponed  too  long,  or  the 
child  may  waste  in  writing  on  slates  much  valuable  time,  that 
would  be  better  employed  in  overcoming  the  special  difficul- 
ties pertaining  to  the  use  of  the  pen.  These  difficulties  will, 
however,  be  more  easily  surmounted  when  the  pupil's  atten- 
tion is  not  wholly  devoted  to  the  consideration  of  the  forms 
of  the  letters.  The  pupil,  when  allowed  to  write  on  paper, 
often  makes  rapid  progress,  as  he  is  thus  encouraged  to  form 
habits  of  neatness  and  attention.  Hence  some  teachers  of 
experience  permit  the  use  of  paper  and  lead  pencils  at  an 
early  stage. 

{b)  Mechanical  aids.— (i)  The  teacher  should  use  a 
black  board  ruled  with  Mulhauser's  rhomboids.  This  would 
enable  him  not  only  to  set  correct  copies,  but  he  could 
direct  attention  to  faults  in  the  writing,  and  could  also  show 
the  proper  height,  breadth,  and  inclination  of  every  part  of 
every  letter.  (2)  Both  slates  and  copy-books  should  be 
ruled  with  horizontal  lines.  For  text  and  half-text  hand  two 
horizontal  parallel  lines  are  required,  and  an  intermediate 
dotted  line  may  be  added  for  beginners.  In  the  earlier 
copy-books  vertical  lines  may  be  introduced  to  separate  the 
different  words,  and  oblique  lines  may  occasionally  be  used 
to  assist  the  pupil  in  acquiring  the  correct  slope  of  letters ; 
but  in  no  case  should  Mulhauser  copy-books  be  used 
for  any  but  the  youngest  children,  otherwise  the  mechanical 
aid  furnished  by  the  rhomboids  will  be  too  much  reli^ 
'apon,  and  the  pupil  will  find  himself  unable  to  imitate  >cor- 
rectly  the  forms  of  the  letters  without  such  aid.  It  will, 
therefore,  be  seen  that  we  advise  the  most  free  use  of  Mul- 
hauser's  rhomboid?  by  the  teacjier  for  the  purposes  of  illu^. 
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tration  and  copy-setting,  but  strongly  deprecate  any  but  a 
most  sparing  use  of  them  by  the  pupils,  as  they  tend  to  pre- 
vent children  from  fully  exercising  their  imitative  faculties. 

(c)  Size  of  writing  suitable  for  beginners.— The 

size  of  the  writing  copies  set  to  beginners  should  be  deter- 
mined by  the  following  considerations  : — ^The  letters  should 
be  large  enough  to  enable  the  untrained  eye  of  the  child  to 
detect  mistakes  readily,  but  should  not  be  so  large  as  to  pre- 
vent the  untrained  fingers  of  the  young  child  from  imitating 
them.  For  these  reasons  learners  should  begin  with  half- 
text  hand ;  then  let  text  or  large  hand  be  taught,  and  let 
small  hand  be  taught  last  of  all.  Some  experts  suggest  that 
large  hand  should  be  taught  after  small  hand.  The  latter 
plan  is  not  recommended  by  the  writer  of  this  manual. 

(d)  Engraved  head-lines,  copy  slips,  and  written 

head-lines. — In  small  schools,  and  in  schools  where  the 
teaching  staff  is  large,  written  head-lines  may  be  used  with 
great  advantage,  because  (i)  the  pupil  is  encouraged  to  try 
and  imitate  a  copy  set  by  his  teacher,  whereas  he  would  pro- 
bably be  deterred  from  attempting  to  imitate  the  almost 
unapproachable  excellence  of  the  engraved  model ;  (2)  written 
head-lines  can  be  readily  varied,  to  suit  the  progress  made 
by  particular  children.  In  most  of  the  large  schools  of  the 
present  day  it  is,  however,  impossible  to  adopt  the  plan  of 
written  head-lines  ;  and  the  teacher  has,  therefore,  to  choose 
between  engraved  head-lines  and  engraved  movable  slips.  The 
former  are  now  most  generally  used,  as  movable  slips  are  fre- 
quently thrown  aside  after  the  pupil  has  written  the  first 
line,  and,  moreover,  the  slips  become  so  dirty  and  torn  after 
a  short  time  as  to  be  wholly  unfit  for  copies.  To  remedy 
the  defect  which  movable  slips  were  originally  designed  to 
meet,  viz.  the  neglect  of  the  pupil  to  take  the  head-line  as 
his  model,  we  advise  that  all  copy-books,  and  especially 
those  intended  for  beginners,   should  have   t«NCk  ^x  nJk^^'^ 
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engraved  models  on  each  page.  But  the  only  true  remedy 
for  such  a  defect  is  constant  supervision  by  the  teacher 
and  constant  reference  to  the  model. 


SCHEME   OF  WRITING   LESSONS. 

The  following  scheme  of  writing  lessons  is  based  upon 
the  classification  suggested  by  Mulhauser  : — 

Lesson  i.  The  straight  line.— Explain  that  though 
straight  lines  may  be  of  different  lengths,  they  should  always 
be  uniform  in  slope  and  thickness.  A  wrong  slope,  or  any 
irregularity  in  the  slope,  will  be  fatal  to  good  writing.  See 
that  all  the  down  strokes  are  of  equal  thickness,  and  that 
their  edges  are  smooth.  This  will  be  effected  by  an  equal 
pressure  on  both  edges  of  the  nib  of  the  pen.  Take  care 
also  that  the  up  strokes  are  of  uniform  thickness. 

Lesson  2.  The  straight  line  and  link.— See  that 
the  curve  which  forms  the  link  is  neither  too  wide  nor 
too  narrow,  and  that  it  is  not  too  thick.  In  this  lesson 
teach  the  letters  i,  u,  t,  and  1,  showing  carefully  the  coirect 
heights  of  t  and  1.  The  children  should  be  allowed  to  prac- 
tise the  writing  of  words  as  soon  as  possible,  and  therefore 
the  words  '  it,'  *  ill,'  *  till,'  *  tilt,'  and  *  lull '  may  be  set  as  copies 
in  this  stage. 

Lesson  3.   The  straight  line,  hook^  and   link, 

e,g,  in  the  letters  n,  m,  p,  and  h.  Show  the  children  that 
the  hook  and  link  are  connected  by  a  straight  line,  thus  ^ 
and  not  by  a  curve,  thus  ^ .  Let  the  children  be  carefully 
taught  by  means  of  the  rhomboids  ruled  on  the  black  board 
that  the  straight  lines  must  be  kept  at  equal  distances  from 
each  other,  and  must  be  parallel.  Illustrate  also  the  respec- 
tive distances  above  and  below  the  horizontal  lines  of  p  and 
h.    Take  care  that  the  link  and  hook  are  of  equal  size.    In 
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this  lesson  show  the  children  that  the  link  should  be  com- 
menced at  about  one-fourth  of  the  height  of  the  straight  line 
in  such  letters  as  i,  n,  and  m^  and  that  the  hook  should  join  the 
straight  line  at  about  three-fourths  of  its  height.  Teach  also 
the  proper  place  for  joining  letters.  In  the  case  of  text  and 
half-text  hand  letters  should  be  joined  in  the  middle.  Notice 
that  there  is  only  a  space  and  a  half  between  the  letters 
formed  by  a  linl^  and  a  hook.  (See  the  spaces  occupied  by 
ike  link  of  i  and  the  first  hook  of  n  or  m  in  the  word 
'minim.')  Set  as  copies  the  words  *in,'  *him/  *pin/  *nut,' 

*  mill/*  hum/  'hut/ Mip/  *unit/  'minim/  '  tulip/  '  lupin/ 
and  *  pippin.' 

Lesson  4.  The  curved  line,  as  in  the  letters  c,  e, 
and  0. — The  letter  c  consists  of  a  curve  and  a  link.  Point 
out  the  proper  place  for  the  dot  of  the.c,  viz.  about  three- 
fourths  of  the  height  of  the  letter.  The  writer  recommends 
that  c  should  be  taught  before  o,  as  children  who  learn  the 
letters  in  that  order  are  rarely  found  committing  the  grave 
error  of  commencing  the  o  on  the  wrong  side.  Set  as  copies 
such  words  as  '  men/  '  mine/  *  thine/  '  pine/  time/  '  cot/ 
'  cell/  '  cloth/  '  moon/  '  conceit/  and  '  omnipotent' 

Lesson  5.  The  curve,  straight  line,  and  link, 
as  in  the  letters  a,  d,  and  q, — Call  attention  to  the  correct 
length  of  the  straight  lines  in  d  and  q,  and  show  where  the 
straight  line  should  join  the  curve  in  the  letters  a,  d,  and 
q.    The  words  '  cat/  '  cap/  *  aim/  '  mail/  '  dunce/  '  dine/ 

*  tall/  *  queen/  '  quill/  and  '  dedication '  will  make  suitable 
copies. 

Lesson  6.  Looped  letters,  e.g.  j,  g,  and  y. — Explain 
that  the  width  of  the  loop  is  about  three- fourths  of  a  space. 
The  words  'get/  'gone/  *  judge/  'yet/  'jug/  'joy/  'gum/ 
'giant/  'guilty/  and  'youth'  are  suitable  for  copies  in  this 
stage.  \ 
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Lesson  7.  Crotchet  letters,  i.e,  b,  f,  v,  w,  r. — Show 
on  the  black  board  that  the  crotchet  consists  of  a  half-link 
and  a  half-curve  united.  The  following  words  will  serve  as 
copies  : — *  ear/  *  oar,'  *  bald,'  *  vine,'  *  wine,*  *  ruddy,'  *  fether,' 

*  whale,'  *  right,'  and  '  wrong.* 

Lesson  8.  Anomalous  letters,  viz.  k,  s,  x,  and 
z. — Although  these  so-called  anomalous  letters  are  more 
complex  than  the  others,  the  teacher  must  explain  to  his 
pupils  that  they  consist  of  the  same  elementary  parts  as  the 
other  letters,  with  some  slight  modifications.  As  all  the 
letters  have  now  been  taught,  the  teacher  may  set  as  copies 
any  words  he  pleases,  but  the  judicious  teacher  will  confine 
himself  to  words  in  ordinary  use.  The  following  examples 
will  give  practice  in  the  letters  that  form  the  special  subject 
of  this  lesson,  viz. :  *  kine,'  *  swine,'  *  servant,'  *  serpent,'  *  wax,' 

*  sex,'  *  vex,'  *  zinc,'  and  *  zigzag.'  The  teacher  can  give 
additional  interest  to  the  writing  lesson  by  allowing  the 
children  to  write  short  easy  sentences  at  as  early  a  stage  as 
possible. 

Some  teachers  of  great  practical  experience  prefer  to 
teach  the  letters  in  the  following  order,  viz.  :  i,  u,  w,  n,  m, 
o,  c,  e,  a,  r,  x,  s,  v,  t,  1,  b,  d,  h,  k,  p,  j,  g,  q,  y,  f,  z. 

When  a  child  has  thoroughly  mastered  the  small  letters, 
it  usually  learns  the  formation  of  the  capitals  without  much 
difficulty,  as  the  eye  has  already  been  trained  to  notice  minute 
differences,  and  the  hand  has  acquired  the  power  of  imitating 
such  differences.  Teachers  will  do  well  to  remember  that 
the  key  to  the  capitals  is  the  letter  S,  whether  we  regard  the 
height  or  the  curves  of  the  letters. 

\In  reading  this  scheine  of  lessons  the  teacher  should  con- 
stantly refer  to  the  engraved  plates^  the  numbers  in  which 
correspond  with  the  order  of  the  lessons^ 
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SOME  CLASS   RULES. 

(i)  Attend  to  the  position  of  the  scholar.  See  that  he 
has  sufficient  space,  that  the  desk  is  of  the  correct  height, 
and  that  he  is  seated  in  a  proper  manner. 

(2)  Teach  carefully  the  correct  method  of  holding  the 
pen  and  pencil.  The  teacher's  own  illustration  will  be  more 
effectual  than  the  most  lengthy  description.  Never  allow  the 
use  of  short  pieces  of  pencil.  Pencil-holders  will  obviate 
this  difficulty. 

(3)  Let  the  copies  set  on  the  black  board  be  carefully 
graduated.  The  teacher,  in  setting  these  copies,  should  take 
the  greatest  pains  with  his  writing,  as  carelessness  in  the 
teacher  will  beget  carelessness  in  the  scholar. 

(4)  Do  not  keep  the  children  too  long  at  strokes,  turns, 
and  letters.  Let  them  proceed  to  write  words  and  short 
sentences  as  soon  as  possible. 

(5)  Set  the  same  copy  a  second  time,  if  necessary,  but 
let  the  children  know  why  the  copy  is  repeated. 

(6)  Do  not  let  the  lessons  for  beginners  be  too  long. 
*  Little  and  well '  should  be  the  teacher's  motto. 

(7)  Begin  writing  lessons  on  slates,  but  do  not  defer  the 
use  of  paper  too  long.  Children  are  incited  to  neatness 
and  perseverance  by  being  allowed  to  write  on  paper,  and 
the  parents'  estimate  of  a  school  depends  much  on  the 
writing  of  their  children. 

(8)  See  that  a  constant  supervision  is  exercised  during 
the  writing  lesson,  and  that  mistakes  are  carefully  corrected. 

(9)  Use  the  black  board  constantly  for  the  correction 
of  mistakes  common  to  any  large  number  of  children  in  a 
class.  Where  there  are  several  mistakes,  correct  the  most 
prominent  first.     In  copy-books  the  corrections  should  b^p 
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made  with  a  lead  pencil.  If  possible,  correct  mistakes  at 
once. 

(id)  Prepare  your  own  copy-heads,  if  you  have  time. 
If  that  cannot  be  done,  select  copy-books  that  contain  two 
or  three  models  on  each  page. 

(ii)  Procure  good  writing  materials.  Let  the  pens, 
holders,  ink,  and  paper  be  all  of  the  best  quality. 

(12)  Appoint  a  monitor  to  each  class  to  giVe  out  and 
collect  the  copies  and  pens,  and  to  see  that  the  ink-wells  are 
covered  up  when  not  in  use.  Do  not  neglect  such  details 
as  the  proper  cleaning  of  pens,  etc. 

(13)  Impress  upon  your  scholars  the  importance  of 
keeping  their  copy-books  free  from  dirt,  blots,  scribbling, 
and  other  disfigurements. 

(14)  As  soon  as  children  have  made  sufficient  progress, 
let  them  apply  their  writing  in  transcription  and  dictation 
exercises. 

(15)  Keep  constantly  in  view  the  fact  that  small  hand  \z 
the  hand  which  will  be  of  most  practical  utility  to  your 
scholars,  and  let  all  your  teaching  have  for  its  ultimate  object 
the  formation  of  good  small  hand  vfriting, 

(16)  Never  forget  that  success  in  writing  can  be  attained 
only  by  constant  practice  under  careful  supervision  and 
instruction. 


SECTION    XII. 

SCHOOL   FURNITURE  AND  APPARATUS 

AND    THEIR   USES. 


INTRODUCTION. 

These  pages  are  written  for  the  use  of  pupil  teachers  and 
others,  who  are  learning  the  art  of  teaching  and  school 
management  The  skilled  workman  needs  no  advice  on 
the  choice  or  use  of  his  tools  :  he  has  learned  by  ex- 
perience their  varied  capabilities,  and  has  acquired  the 
necessary  manipulative  skill  If  these  were  gained  as  the 
results  of  experience  only,  he  must  have  made  many  errors, 
and  many  imperfect  pieces  of  work  must  have  marked  his 
progress  to  efficiency.  Verbal  instructions,  indeed,  could 
not  have  given  him  practical  skill,  but  they  would  have  saved 
him  many  mistakes  and  much  loss  of  time.  Our  object  is 
to  impart  such  simple  information  as  it  is  desirable  for  the 
young  teacher  to  possess,  on  the  construction  and  purpose 
of  the  various  school  appliances,  to  explain  the  proper 
methods  of  using  them,  and  to  point  out  the  errors  com- 
monly made  by  the  beginner.  The  many  varieties  in  furni- 
ture and  apparatus  used  in  schools  of  different  grades  open 
a  wide  field — too  wide  for  complete  discussion  here.  We 
shall  therefore  be  careful  to  confine  our  remarks  to  those 
portions  of  the  subject  which  concern  the  elementary  school 
As  a  rule,  we  shall  neither  name  nor  compare  the  produc-  ^ 
tions  of  different  makers,  but  describe  the  commoiv  featoosw^  ^ 
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which  distiiiguish  all  good  school  plant  Most  of  die  ob- 
jects mentioned  in  these  pages  are  readily  accessible  to  the 
reader,  so  that  neither  diagrams  nor  lengthy  verbal  descrip- 
tions have  been  deemed  necessary.  We  will  deal  first  with 
the  furniture^  and  afterwards  with  the  apparatus  of  the 
elementary  school,  and  endeavour  to  instruct  tbe  learner  iu 
the  best  ways  of  using  than. 
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CHAPTER  I. 
SCHOOL  FURNITURE. 

The  term  *  school  furniture*  comprises  all  the  objects  within 
the  school-rooms  which  fit  them  for  the  reception  and 
accommodation  of  teachers  and  children.  The  galleries, 
desks,. and  seats  for  the  children,  the  teachers'  desks,  seats, 
and  tables,  the  fittings  for  windows,  fireplaces,  porch,  and 
cloak  lobbies,  the  curtains,  cupboards — ^all  these,  as  well  as. 
other  articles  to  be  noticed  afterwards,  we  will  briefly 
describe. 

Now  there  are  three  conditions  which  determine  a  wise 
choice  of  furniture,  whether  it  be  intended  for  a  school-room, 
or  for  any  other  purpose : — 

1.  Utility:  its  purpose  is  the  comfort  and  convenience 
of  the  user,  and  if  it  fail  in  supplying  these  its  worth  in  other 
respects  is  of  small  importance. 

2.  Taste,  The  important  element  of  taste  is  too  fre- 
quently neglected  when  school  furniture  is  in  question. 
The  contents  of  many  school-rooms,  unsightly  in  design,  in 
colour,  and  in  grouping,  tell  too  plainly  that  the  powerful 
educative  influences  of  our  surroundings  are  disregarded. 

3.  Economy,  If  it  be  undeniable,  as  a  general  rule,  that 
true  economy  consists  in  purchasing  that  which  is  good, 
rather  than  that  which  is  cheap — ^good  in  design,  in  mate- 
rial, and  in  workmanship —there  can  be  no  doubt  that  this  is 
true  with  respect  to  school  fittings.  The  daily  *  wear  and 
tear  *  is  heavy ;  furniture  can  be  renewed  but  rarely  because 
©f  the  expense;  so  that  much  of  the  efficiency  of  the  school 
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in  years  to  come  depends  on  the  quality  of  its  original  stock 
of  furniture.  Good  furniture,  weU  finished,  and  bright  and 
pleasant  to  look  at,  is  more  respected  and  better  cared  for, 
both  by  teachers  and  children,  than  that  which  has  less  come- 
liness. As  most  teachers  know,  the  faciHties  for  injury  which 
the  soft  material  and  badly  finished  edges  and  joints  present 
to  the  mischievous  child  are  well-nigh  irresistible.  The 
excess  in  cost  of  superior  furniture  over  the  cheapest  kinds  is 
but  a  small  fraction  of  the  total  cost  of  building  and  fitting  a 
school.  We  would  strongly  recommend  the  teacher,  so  far 
as  he  may  have  opportunity,  to  make  himself  practically 
acquainted  with  the  best  features  in  the  design  and  construc- 
tion of  school  fittings :  too  often  the  whole  subject  is  left  to 
the  architect  or  manufacturer. 


I.    GALLERIES. 

It  would  assist  the  quiet  and  orderly  working  of  the 
school-room  if  raised  platforms  of  every  kind  could  be  dis- 
pensed with.  But  the  most  convenient  way  of  arranging  a 
group  of  children,  so  that  all  may  see  and  be  seen,  is  to  place 
them  on  a  gallery  ;  the  disadvantage  in  position  of  those  at 
the  back  of  the  group  is  then  counterbalanced  by  their  higher 
elevation.  When  we  consider  the  large  share  of  their  school 
time  which  the  younger  children  spend  on  the  gallery,  the 
fact  that  its  construction  ought  to  meet  the  requirements  of 
their  health,  and  comfort,  and  convenience,  is  at  once  made 
manifest.  Galleries  may  yet  be  seen— too  wide  and  too 
deep  for  the  teacher  to  exercise  proper  supervision,  with 
steps  too  high  for  the  children  to  ascend  easily — huge 
staircases,  and  nothing  more.  These  erections  were  often 
placed  by  the  architect  without  sufficient  regard  either  to 
proper  lighting,  or  to  the  general  convenient  working  of  the 
school-room. 

In  an  infant  school  the  gallery  is  an  essential  feature,  and 
its  construction  has  been  much  improved  of  late  years.    We 


GALLERIES.  SOI 

will  consider  in  order  the  various  points  connected  with 
galleries  and  their  use. 

1.  Position. — The  best  position  for  the  gallery  is  a 
separate  class-room:  if  it  be  placed  in  the  principal  room, 
the  noise  inseparable  from  working  a  gallery  group  of  chil- 
dren is  a  serious  inconvenience.  In  the  infants'  school  the 
principal  room  often  contains  two,  or  even  three,  small 
galleries :  it  is  then  very  desirable  that  they  shall  either  be 
placed  a  good  distance  apart,  or  be  separated  by  moveable 
wooden  partitions. 

2.  Lighting^. — The  relative  position  of  the  gallery 
and  the  windows  is  important.  For  galleries  used  only 
in  oral  teaching  the  windows  may  be  placed  right  or  left ; 
but  never  behind  or  in  front,  or  either  teacher  or  children 
must  occasionally  suffer  from  excess  of  light.  The  best  light 
is  that  from  above,  where  sky-lighting  is  admissible.  If  the 
gallery  is  used  for  writing  purposes,  the  light  should  not  be 
admitted  from  the  right,  but  either  from  the  left  or  from 
above. 

3.  Dimensions. — The  size  of  the  gallery  should  be 
partly  determined  by  its  position.  If  it  be  placed  in  a  sepa- 
rate room,  one  which  will  accommodate  eighty  infants  can 
be  successfully  worked;  but  in  the  school-room  smaller 
galleries,  to  seat  fifty  or  sixty,  are  more  generally  convenient. 
Giving  each  child  a  space  of  16  in.,  a  gallery  with  five  parallel 
seats,  each  13  ft.  6  in.  long,  would  seat  fifty  children;  six  rows, 
each  14  ft.  10  in.,  would  hold  seventy-eight.  The  rise  of  the 
seat  for  the  youngest  children  should  not  exceed  7  in.,  and 
this  may  increase  to  7^ in.,  8 in.,  8^ in.,  and  pin.,  for  the 
succeeding  back  rows,  which  would  be  occupied  by  older 
children.  In  some  galleries  one  central  gangway  about 
1 8  in.  wide  is  constructed,  but  a  gangway  at  each  side 
seems  preferable;   the  class  then  presents  o^^  >\x^^\<^^:^ 
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aspect  to  the  teacher,  and  this  airangemeDt  affords  better 
facilities  for  changing  classes. 

4.  Comfort. — In  a  gallery  for  m£ints  a  sloping  back 
should  be  fitted  to  each  seat :  this  need  not  exceed  8  in.  in 
vertical  height  This  arrangement  will  afford  the  child  the 
necessary  support  for  the  back  and  yet  leave  his  elbows  free 
for  all  movements,  while  it  also  affords  a  seat  protected  from 
the  feet  of  children  behind.  Each  stage  of  the  gallery  should 
be  not  less  than  ift  10 in.  or  ift  11  in.  wide;  the  sloping 
back  of  the  seat  should  divide  this  into  two  parts,  10  in.  for 
seat  and  12  in.  for  space  behind.  The  steps  in  the  gang- 
ways should  be  carefully  constructed  to  suit  the  young  feet 
that  use  them.  Match-boarding  should  be  placed  on  the 
walls  forming  the  sides  and  back  of  a  gallery,  and  a  hand- 
railing  of  convenient  height  should  guard  the  little  ones,  if 
either  end  be  unprotected  by  a  wall  or  partition.  The 
galleries  most  suitable  for  older  children  are  those  fitted  with 
desks.  The  front  desk  ought  to  rest  on  the  floor,  and  a  rise 
of  5  in.  or  6  in.  will  be  sufficient  for  each  succeeding  row. 
The  important  fittings  in  such  a  gallery  are  the  desks,  and 
these  will  be  fully  described  in  a  succeeding  paragraph. 

5.  The  uses  of  the  gallery. — ^The  gallery  furnishes 
the  most  convenient  way  of  arranging  a  group  of  children 
for  oral  lessons.  That  moral  and  mental  training — tiiat  cul- 
tivation of  the  heart  and  of  the  intelligence  which  the  good 
teacher  carefully  distinguishes  from  the  mere  imparting  of 
useful  knowledge — has  usually  been  called  '  collective,'  or 
*  gallery '  teaching.  Its  methods  are  especially  suited  to  the 
earlier  stages  of  child  life  :  hence  the  prominence  of  the  gal- 
lery in  the  infant  school.  As  the  intelligence  is  awakened, 
and  habits  of  attention  and  self-reliance  grow,  there  is  less 
need  of  the  constant  stimulus  and  guidance  which  the  gal- 
lery lesson  affords.  Any  exposition  of  the  principles  and 
methods  of  coUedive  xeaOMsv^N^wiJA  \i^  owt  of  place  here. 
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The  following  hints  for  the  young  teacher  therefore  chiefly 
relate  to  the  management  of  a  gallery  of  children. 

6.  Hints  for  the  young  teacher  on  the  manage- 
ment of  a  gallery. — (i)  The  marching  on  and  off  the 

gallery  should  be  done  quietly  and  orderly.  The .  children 
should  ^halt^  ^ fronts  and  ^sW  or  ^  standi  to  word  of  command. 
Have  your  children  arranged  evenly  before  they  take  their 
seats  :  if  any  child  suffers  from  imperfect  sight  or  hearing, 
or  is  lame,  find  such  an  one. a  place  in  the  front  of  the  gal- 
lery. (2)  Your  own  position  is  important :  do  not  stand 
close  to  your  class,  but  stand  so  that  your  eye  readily  com- 
mands both  ends  of  the  front  row.  (3)  Place  your  black 
boards,  pictures,  and  specimens  at  a  suitable  height,  and 
where  they  can  be  easily  seen  by  the  whole  class  :  as  a 
rule,  the  position  which  suits  the  extreme  ends  of  the  front 
seat  will  be  a  convenient  one  for  the  other  parts  of  the  class. 
(4)  Use  all  yoiu:  powers  of  active  supervision :  the  watchful 
eye  which  covers  the  whole  group  is  needed  in  gallery 
teaching.  (5)  Attend  to  the  positions  of  the  children  :  do 
not  keep  them  too  long  in  one  position,  for  this  is  as  hurtful 
to  them  as  the  disorderly  postures  which  the  careless  teacher 
will  tolerate.  (6)  Speak  with  a  clear  and  distinct,  but  not 
unnecessarily  loud  tone  of  voice,  or  you  will  have  a  noisy 
gallery.  In  questioning,  put  your  questions  to  the  whole 
gallery :  do  not  allow  a  number  of  children  to  answer  to- 
gether any  direct  question,  and  endeavour  to  distribute  your 
questions  fairly  throughout  the  gallery.  (7)  You  may  look 
for  no  marked  success  in  managing  a  gallery  unless  you  use 
vigilance,  patience,  and  thoughtful  preparation  of  the  gallery 
lesson. 

II.   BENCHES. 

Now  that  desk  accommodation  is  usually  abundantly 
supplied  to  infant  schools,  as  well  as  to  boys*  and  girls* 
schools,  the  use  of  benches  is  soTcie^\va.\.\va»JL^^»   \x!vSsr.^ 
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if  there  is  room  in  the  desks  for  each  child,  there  will  be  no 
need  for  benches.  In  length  they  should  not  exceed  6  or 
7  feet ;  their  height  will  of  ^course  vary,  from  7^  to  9  inches 
in  the  infant  school,  and  10  to  14  inches  in  those  intended 
for  older  children.  A  width  of  8  or  9  inches  is  ample  for 
the  seat  Each  bench  should  have  a  sloping  back  of  such 
a  height  as  to  afford  the  needful  support  to  the  child.  The 
benches  now  made  with  reversible  backs  had  better  be  avoided 
as  a  useless  novelty  in  the  elementary  school.  A  very 
important  point  is  the  stability  of  the  bench,  as  it  is  rarely 
convenient  to  fix  them  to  the  floor.  This  is  secured  by 
making  the  supports  or  standards  with  a.  wide  spreading 
base,  and  if  the  standards  are  iron,  additional  stability  is 
gained  when  the  weight  of  the  standard  is  massed  as  low  as 
possible. 

III.  DESKS. 

The  great  strides  which  have  been  made  in  the  advance- 
ment of  elementary  education  during  the  last  thirty  years  are 
nowhere  more  manifest  than  in  the  amount  of  attention 
which  has  been  bestowed  on  the  school  desk.  The  ill- 
lighted  and  badly  contrived  desks  around  the  walls,  and  the 
cumbersome,  inconvenient  type  of  double  desk  with  the 
scholars  facing  each  other,  are  fast  disappearing.  Formerly, 
in  the  copy-book  writing  lesson  alone  were  the  younger 
children  seated  in  desks ;  hence  a  small  number  of  desks 
sufficed,  and  desk  accommodation  was  a  matter  of  secondary 
importance.  Now,  an  elementary  school  is  considered 
imperfectly  equipped  if  the  desks  do  not  seat  at  least  two- 
thirds  of  the  children,  while  some  schools  supply  desk 
accommodation  for  every  child.  The  best  modes  of  con- 
structing and  grouping  desks  have  become  considerations  of 
first-rate  importance,  both  as  regards  the  orderly  and  efficient 
working  of  the  school-room,  and  in  their  bearing  on  the 
health  and  comfoil  o^  x\v^  OcvMx^xv. 
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The  clumsy  and  unsuitable  desks  of  the  Bell  and  Lan- 
castrian Schools  speedily  fell  into  disuse,  when  the  Com- 
mittee of  Council  on  Education  in  1846  issued  their  first 
plans  for  building  and  furnishing  schools.  Henceforward, 
schools  were  to  be  fitted  with  groups  of  three  parallel  desks, 
running  down  one  long  side  of  the  school-room.  These 
groups  were  to  be  separated  by  moveable  curtains,  and  in 
front  of  the  desks  enough  space  was  reserved  for  semicircular 
classes.  Drawings  for  desks  of  simple  and  neat  construction 
were  also  issued,  and  a  serious  attempt  was  made  to  adapt 
their  dimensions  to  the  comfort  of  the  children.  These 
plans  of  organisation,  and  desk  construction,  have  generally 
prevailed.  Unfortunately,  in  England,  whenever  thought 
and  ingenuity  have  been  expended  on  school  desks,  the  ob- 
ject has  been  to  design  them  so  that  they  may  supply  seats 
and  tables  for  parochial  purposes,  as  well  as  desks  for  day 
schools.  In  this  way  we  may  account  for  the  many  types  of 
reversible  or  convertible  desks  to  be  found  in  voluntary  schools. 
On  the  Continent,  and  in  America,  the  desk  has  been  long 
studied  with  a  view  to  settle  these  two  questions  :  *  What 
pattern  desk  and  what  mode  of  desk  grouping  will,  on  the 
one  hand,  promote  the  health  requirements  of  the  child, 
and,  on  the  other,  be  generally  convenient  for  the  working 
of  the  school  ? '  The  conclusions  arrived  at  we  will  briefly 
summarise,  and  they  will  furnish  us  with  the  principles  which 
are  now  directing  the  various  improvements  in  our  English- 
made  desks. 

It  will  be  convenient,  first,  to  consider  the  desk  in  its  re- 
lation to  the  individual  child,  and  to  reserve  for  after  discus- 
sion the  modes  by  which  children  may  be  grouped  in  desks. 

I.  Requisites  of  a  good  desk.— What,  then,  are  the 
requisites  of  a  good  school  desk?  (i)  The  primary  purpose 
of  the  desk  is  accommodation  for  writing :  hence  the  top  of 
the  desk  must  be  perfectly  firm,  suitable  in  height,  width, 
and  slope,  and  with  fittings  for  pens  and  ink. 
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(2)  It  must  supply  a  comfortable  seat,  adapted  in  height 
and  width  to  the  size  of  the  child,  and  with  proper  support 
for  the  back.  The  distance  of  the  seat  from  the  desk  must 
be  such  as  shall  place  the  eye,  and  the  whole  body,  in  an 
easy  and  healthy  position  for  writing. 

(3)  Other  matters,  perhaps  of  less  importance,  but  de- 
serving careful  attention,  are  the  foot-rail,  the  accommoda- 
tion for  spare  books  and  slate,  and  the  convenience  of  the 
desk  for  children  standing. 

2.  Details  of  construction. — We  will  now  consider 
these  points  in  their  order,  again  reminding  the  reader  that 
the  descriptions  do  not  refer  to  the  desks  of  any  one  maker, 
but  that  they  fairly  represent  what  are  now  regarded  as  the 
essentials  of  a  good  school  desk. 

(i)  The  sloping  part  of  the  top  should  not  be  less  than 
12  in.  in  width,  with  an  inclination  of  2  in.  ;  a  width  of 
3  in.  to  3^  in.  is  sufficient  for  the  flat  piece  in  which 
the  groove^  to  hold  pens,  and  the  ink-well  are  placed.  The 
proper  height  for  the  top  of  the  desk  is  that  which  will 
allow  the  fore-arm  of  the  seated  child  to  rest  horizontally 
upon  it  without  discomfort.  For  the  lower  classes  of  a 
school,  a  height  of  20  inches  has  been  found  suitable,  and 
the  larger  sizes  rise  to  22  in.,  24  in.,  and  26  in.  These 
dimensions  are  good  for  children  varying  from  7  to  13  years 
of  age.  The  length  of  the  fore-arm  gives  a  useful  standard 
for  determining  a  suitable  vertical  distance  between  the  top 
of  the  desk  and  the  seat. 

(2)  The  seat, — The  length  of  the  child's  leg  from  the  knee 
to  the  sole  of  the  foot  determines  the  proper  height  of  the 
seat  from  the  ground :  seated  thus,  the  feet  will  rest  easily 
on  the  floor,  and  the  upper  part  of  the  leg  will  remain  in  an 
uncramped  horizontal  position.  It  may  be  remarked,  how- 
ever, that  this  rule,  which  embodies  the  results  of  long 
experimental  enquiry  in  Germany,  places  the  seat  slightly 
higher  than  in  out  'besl'Ein^v^V  ^^^V^\— \vete  the  customary 
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heights  are  12  in.,  14  in.,  and  16  in.  The  widths  of  the 
seat  vary  from  8  in.  to  9 J  in.,  and  10  in.,  and  the  seat  is 
now  usually  made  with  a  slight  inclination  backwards,  to 
counteract  the  tendency  of  the  body  to  slip  forwards  when 
in  the  writing  position.  The  importance  of  constructing  the 
seat  with  a  support  for  the  back  is  now  generally  recognised, 
and  it  can  scarcely  be  overrated  where  the  children  spend 
the  larger  share  of  their  school  time  in  the  desks.  The  back 
rail  is  fixed  above  the  seat,  at  heights  varying  from  seven  to 
ten  inches,  so  as  to  support  the  lower  part  of  the  back  with- 
out interfering  with  the  easy  movement  of  the  arms.  In 
some  desks,  the  support  for  the  back  is  not  attached  to  the 
seat,  but  to  the  front  of  the  desk  behind ;  but  this  arrange- 
ment rarely  affords  support  where  it  is  most  wanted — in  the 
middle  of  the  back. 

(3)  The  distance  of  the  seat  from  the  desk, — We  may 
here  point  out,  that  the  chief  difficulty  in  desk  construction 
has  been  to  ensure  comfort  and  convenience  both  for  the 
sitting  and  standing  positions.  Now,  a  healthy  and  conve- 
nient position  for  writing  requires  the  inner  edge  of  the  seat 
to  touch  an  imaginary  vertical  line  dropped  from  the  inner 
g6.^  of  the  top  of  the  desk  :  convenience  for  standing  de- 
mands a  clear  space  of  about  five  inches  between  the  seat 
and  this  vertical  line.  In  the  older  types  of  desks  this  diffi- 
culty is  compromised  by  leaving  a  space  of  two  or  three 
inches:  the  results  are,  that  the  child  must  bend  forward 
for  writing  further  than  is  healthful,  and  can  only  stand  in  a 
cramped  and  painful  position  within  the  desk.  If  the  seat 
were  quite  separate  from  the  desk,  and  moveable,  this  diffi- 
culty would  so  far  be  remedied ;  but  the  moveable  seats 
would  be  a  fruitfiil  source  of  noise  and  disorder.  Sometimes 
the  seats  are  fixed  conveniently  for  writing  only,  so  that  the 
children  must  stand  outside  the  desk  ;  but  space  is  lost,  and 
the  seats  must  be  made  without  backs.  A  third  plan  is  to 
attach  the  seat-board  to  its  standard  by  hinges,  so  that  it 
can  easily  be  changed  fi:om  the  horizontal  to  1\n5^  >^^s56^-^^ 
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position  :  this  manifestly  increases  the  space  available  for 
standing,  by  about  half  the  width  of  the  seat.  A  fourth  plan 
is  to  support  the  sloping  top  by  moveable  revolving  brac- 
kets, so  that  the  top  may  readily  fall  into  a  vertical  position. 
Lastly,  the  top  itself  is  made  to  be  raised,  and  turned  back- 
wards, either  wholly  or  in  part,  and  thus  to  leave  space  for 
standing,  as  well  as  to  afford  a  conveniently  sloping  book-rest. 
The  utility  of  some  of  these  plans  depends  on  the  method 
of  desk  arrangement,  />.,  whether  the  single,  the  dual,  or 
the  ordinary  type  of  long  desks  be  adopted. 

(4)  The  foot-rail  is  a  useful  rest  for  the  feet  when  ex- 
tended in  the  writing  lesson  :  it  should  be  placed  obliquely, 
so  as  to  suit  the  position  of  the  sole  of  the  foot 

(5)  Accommodation  for  spare  books  is  usually  furnished 
by  a  bookshelf  placed  five  or  six  inches  below  the  top  of  the 
desk,  and  the  books  will  not  readily  fall  to  the  floor  if  they 
are  protected  by  a  ledge  at  the  front  and  back.  It  is  well 
to  partition  off  the  bookshelf  in  equal  spaces  for  individual 
children.  In  some  desks  each  child  gets  a  separate  locker; 
but  these  are  rarely  found  in  elementary  schools. 

Slates  are  now  conveniently  put  away  in  the  desks  them- 
selves. A  slot  of  suitable  dimensions  is  cut  vertically  through 
the  back  part  of  the  top  of  the  desk ;  the  slate  is  inserted  in 
this,  and  is  supported  by  the  book-board  below.  Ink  supply 
ought  to  be  provided  for  each  child,  at  his  right  hand  ;  and 
also  a  groove  for  holding  his  pen  or  pencil. 

(6)  Desks  for  infant  schools.  —  These  are  necessarily 
made  of  smaller  dimensions,  and  often  \i'\\ki  flat  tops,  as 
writing  accommodation  is  not  a  matter  of  primary  impor- 
tance. They  form  convenient  seats  and  tables,  at  which  the 
various  manual  operations  may  be  carried  on,  rather  than 
desks  for  writing  purposes. 

3.  Modes  of  grouping  children  in  desks. — ^Theie 

are  three  modes  of  grouping  children  in  desks  :  (i)  By  means 
0/  groups  of  single  desks  ^  ^;xOcv  ^^-^^^t^  desk  seating  one 
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pupil ;  {2)  In  grotdps  of  dual  desks,  each  desk  containing 
two  pupils  ;  (3)  In  groups  of  three,  long,  parallel  desks.  The 
last  of  these  is  so  well  understood  that  any  description  of  it 
here  may  be  well  dispensed  with. 

Single  desks  have  the  advantage  of  affording  perfect 
isolation  for  each  child.  They  are  used  in  many  American 
and  Continental  schools  ;  but  considerations  of  space  alone 
will  prevent  their  introduction  into  our  elementary  schools. 

The  dual  arrangement  is  so  called  because  each  desk 
accommodates  two  children.  They  are  made  in  3  ft.  6  in. 
lengths,  and  are  arranged  as  many  as  five  deep,  since  a 
gangway  between  each  row  of  desks  is  not  required.  The 
groups  are  separated  by  passages  14  or  15  inches  wide, 
the  space  thus  lost  being  made  up  by  the  additional  depth 
of  the  group.  This  arrangement  was  introduced  from  the 
Dutch  and  German  schools,  and  is  now  generally  adopted 
by  the  various  School  Boards.  Those  who  have  had  experi- 
ence of  dual  desks  are  by  no  means  unanimously  agreed  as 
to  their  advantages,  in  all  respects,  over  the  older  arrange- 
ment of  three  long  desks  with  intervening  gangways.  The 
ease  with  which  either  the  whole  class,  or  an  individual 
child,  can  leave  the  desks,  and  the  readiness  of  access  for  the 
teacher  to  any  part  of  the  group,  are  unquestioned  advan- 
tages. On  the  other  hand,  the  partial  isolation  of  the  chil- 
dren, which  is  secured  by  the  dual  desks,  is  probably  counter- 
balanced by  the  smaller  interval  which  separates  the  child 
from  the  neighbours  immediately  behind  and  before  him. 
Some  teachers,  as  the  result  of  their  experience,  say  that 
these  desks,  instead  of  hindering,  rather  facilitate  *  copying,' 
and  it  may  be  fairly  doubted  whether,  in  this  respect,  they 
have  that  marked  superiority  which  has  been  so  loudly 
claimed  for  them.  In  some  schools,  the  two  back  rows  are 
slightly  raised,  to  aid  the  teacher  in  his  supervision ;  but 
this  is  at  the  expense  of  increased  facilities  for  'copying.' 
The  dual  desks  are  usually  made  with  folding  tops,  and 
backs  to  the  seats ;  but,  of  course,  desks  of  an^  t^^^;.^^.^ 
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may  be  made  and  arranged  on  the  dual  plan.  The  groups 
of  three  long  desks  have  the  advantage  of  leaving  a  larger 
space  in  front  available  for  semicircular  classes  than  is  possible 
with  dual  desks  five  or  six  deep  ;  but  the  facility  with  which 
the  individual  child  can  leave  or  reach  his  place,  the  easy 
access  afforded  for  the  teacher,  and  the  possibility  of  having 
convenient  backs  to  the  seats,  are  advantages  in  the  dual 
desks  which  would  appear  to  compensate  for  some  short- 
comings. Enough  clear  space  should  always  be  reserved  in 
front  of  them  to  enable  the  teacher  to  choose  a  position 
where  he  can  conveniently  command  the  whole  class;  neither 
should  they  be  arranged  more  than  five  deep,  or  supervision 
will  be  imperfect. 

4.  Reversible  desks,  or  convertible  desks,  as  they 
are  sometimes  called,  axe  so  constructed  that,  at  pleasure, 
the  top  may  be  made  flat  for  a  table,  sloped  for  writing  pur- 
poses, or  turned  so  as  to  form  a  back  for  the  seat  A  little 
thought  will  suggest  that  a  desk,  intended  to  serve  as  a  seat 
or  table  for  adults,  will  not  prove  so  satisfactory  as  one  de- 
signed solely  with  a  view  to  the  convenience  of  children. 

5.  Materials. — Considering  the  hard  and  constant  wear 
to  which  desks  are  subjected,  it  is  most  desirable  that  they 
should  be  excellent  in  material  and  construction.  Weil- 
seasoned  deal,  stained  and  varnished,  is  much  used ;  but  it 
may  be  readily  disfigured,  and  is  liable  to  become  '  rickety ' 
after  long  usage.  Fitcii  pine  is  harder,  and  much  more 
durable,  and  looks  rich  and  warm  with  its  beautifully  marked 
grain.  The  additional  cost  of  furniture  in  pitch  pine  does 
not  exceed  lo  per  cent.*  on  the  cost  of  stained  deal.  Perhaps 
no  wood  can  be  so  strongly  recommended  as  inrch  :  its 
hard,  close  grain  almost  defies  the  attempts  of  the  mischiev- 
ous boy,  and  is  not  so  brittle  as  pitch  pine ;  it  costs,  how- 
ever, 25  per  cent,  more  than  deal.  Some  very  substantial 
desks  have  been  constructed  with  the  tops  only  in  birch,  or 
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American  oak,  and  the  other  parts  in  deal.  A  most  impor- 
tant requisite  in  desk  construction  is  perfect  rigidity,  so  that 
oscillation  shall  be  impossible.  When  the  cast  iron  stan- 
dards, which  carry  the  seat  and  desk,  are  made  separate,  and 
screwed  down  to  deal  bearers,  this  rigidity  cannot  be  long 
maintained;  if  wooden  bearers  are  used  they  should  be 
made  of  beech.  But  the  best  mode  of  construction  is  to 
make  the  standards  which  carry  the  desk  and  seat,  and  the 
horizontal  beam  or  foot-block,  in  one  solid  casting  of  iron ; 
when  the  wooden  members  of  the  desk  are  securely  screwed 
to  the  projecting  bearers  on  the  iron  standards,  there  is  not 
only  entire  freedom  from  oscillation,  but  the  weight  of  the 
whole  generally  renders  fastening  down  to  the  floor  quite 
unnecessary. 

6.  Ink  accommodation  should  be  provided  for  each 
child,  and  placed  at  his  right  hand.  The  usual  plan  is  to 
insert  the  ink-well  in  a  hole  carefully  sunk  in  the  flat  part  of 
the  top  of  the  desk,  at  such  a  depth  that  its  upper  surface 
may  not  project  above  the  wood.  The  ink-wells  are  pro- 
tected from  dust,  sometimes  by  a  hinged  wooden  flap,  but, 
more  commonly,  by  a  sliding  cover  of  brass  or  zinc.  In  the 
'  Hockerill  desks '  a  narrow  sliding  bar  of  iron  moves  in  a 
groove,  covering  and  uncovering  the  small  holes  through 
which  the  pen  is  dipped  in  the  ink.  Some  teachers  prefer 
the  plan  of  removing  the  ink-wells  when  not  in  use.  Per- 
f orated  wooden  blocks  can  be  obtained,  which  will  hold  a 
number  of  ink-wells,  if  it  be  thought  advisable  to  remove 
them. 

Ink-wells  are  made  in  various  sizes  and  patterns:  those 
with  wide  openings  are  readily  cleaned  and  supplied  with 
ink;  but  those  with  the  narrow  openings  have  the  advantage 
of  being  cleanly  for  working  purposes.  The  porcelain  ink-^ 
wells,  zxe,  best :  they  are  strong,  and  are  easily  cleaned. 

Ink  supply, — The  regular  and  cleanly  supply  of  ink  is 
one  of  the  many  matters  of  detail  of  real  importance  in  a 
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school.  It  should  be  entrusted  only  to  a  responsible  monitor, 
or  pupil  teacher,  who  should  have  a  lock-up  cupboard  for 
his  stock  of  ink,  a  glass  funnel  for  safe  pouring,  a  small 
glazed  earthenware  jug  with  a  long  narrow  mouth,  and  a 
flannel  for  cleaning  up  chance  droppings.  The  teacher 
should  also  keep  ready,  in  his  own  immediate  care,  a  prepara- 
tion for  removing  ink  stains  from  the  floor  or  furniture.  The 
following  will  answer  the  purpose  very  well : — dissolve  in  a 
pint  of  water  ^  oz.  of  citric  and  ^  oz.  of  tartaric  acid,  and 
f  oz.  of  oxalic  acid.  This  preparation  is  poisonous^  and 
should  be  kept  under  lock  and  key. 

7.  Curtains  are  often  used  to  separate  the  groups  of 
desks  in  a  school-room,  and  though  they  are  of  very  little 
benefit  in  securing  quietness,  yet  they  are  useful  in  prevent- 
ing a  class  overlooking,  and  being  overlooked  by,  its  neigh- 
bours. A  stout  iron  rod,  8  ft  long,  extends  horizontally 
from  the  wall  at  the  height  of  7  ft.  or  7  ft.  6  in.  The  end 
attached  to  the  wall  should  turn  in  an  iron  socket;  the  other 
end  should  be  suspended  by  a  cord  extending  over  a  pulley 
from  the  wall.  By  pulling  the  cord  the  outer  end  of  the  rod 
rises,  and  the  curtain,  moving  freely  by  rings  along  the  rod, 
slides  back  when  required  out  of  the  way.  The  best  mate- 
rial is  good  green  baize,  or  rep.  Moveable  wooden  sliding 
partitions  are  far  more  useful  than  curtains,  in  effectually 
isolating  groups  of  desks. 

8.  Hints  for  young  teachers  on  managing 
classes  in  desks  :— 

(i)  When  your  class  works  all  day  long  in  desks,  it  is 
important  that  you  should  arrange  for*  an  occasional  change 
from  the  sitting  to  the  standing  position  :  protracted  stand- 
ing, and  protracted  sitting,  are  both  to  be  avoided. 

(2)  However  well  designed  your  furniture  may  be,  this 
does  not  diminish  the  need  of  constant  and  kindly  vigilance  on 
your  part,  lest  your  children  should  assume  any  attitudes 
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likely  to  be  hurtful.  See  that  the  feet  are  placed  firmly  in 
front,  and  then  the  whole  body  will  be  easily  supported  in 
an  upright  position.  In  the  writing  lessons,  forbid  all  those 
ungainly  postures  which  children  so  frequently  assume,  and 
which  are  injurious  to  the  sight  as  well  as  a  hindrance  to  the 
free  play  of  the  lungs. 

(3)  In  the  dual  desks  there  is  little  difficulty  in  securing 
a  well-arranged  group  of  children,  but  with  the  long  desks 
the  matter  of  placing  them  evenly,  and  at  proper  distances 
apart,  always  demands  your  attention,  and  especially  in 
writing  lessons. 

(4)  If  your  school  has  dual  desks,  you  will  find  it  con- 
venient to  assign  each  child  a  special  place,  so  as  to  separate 
those  whose  close  companionship  may  be  undesirable;  if 
you  use  the  long  desks,  a  roomy  passage  between  the  separate 
desks  will  be  necessary,  or  the  plan  of  assigning  special 
places  will  prove  very  inconvenient. 

(5)  Have  all  movements  in  the  desks  conducted  with 
order  and  precision :  good  desk  drill  is  an  important  element 
in  the  quiet  working  of  the  school-room. 


IV.  CUPBOARDS. 

Apparatus  of  every  kind  requires  to  be  carefully  protected 
when  not  in  use;  hence  the  necessity  for  proper  cupboard 
accommodation.  In  place  of  the  large  common  cupboard 
which  often  serves  for  the  whole  school,  we  would  recommend 
several  cupboards  of  smaller  size,  one  to  be  placed  in  imme- 
diate proximity  to  each  division  of  the  school.  For  eighty 
children  the  cupboard  need  not  exceed  4  ft.  in  height,  4  ft 
in  width,  and  15  in.  or  18  in.  in  depth.  It  should  be  fitted 
with  four  or  five  strong  deal  shelves,  and  these  may  be  sub- 
divided by  vertical  partitions.  A  pair  of  doors,  with  lock 
and  key,  should  be  always  provided,  and  they  may  either 
open  in  the  ordinary  way,  or  slide  in  separate  grooves,  so  as 

L  L 
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not  to  project  into  the  room  when  open.  All  cupboards 
should  be  of  sound  but  plain  construction,  without  projecting 
edges  or  cornices. 

The  pupil  teachers'  desks,  fitted  with  a  cupboard, 
will  very  well  supply  the  place  of  the  ordinary  divisional 
cupboard.  If  placed  upon  castors,  they  may  be  readily 
moved  as  convenience  may  dictate.  For  the  head  teacher,  a 
desk  with  cupboard,  placed  upon  a  small  platform,  is  often 
provided,  but  a  pedestal  writing  table^  with  its  abundant 
supply  of  lock-up  drawers,  for  the  master,  and  a  work  table 
for  the  mistress,  are  to  be  preferred. 

The  care  of  cupboards  should  be  placed  in  the  hands  of 
a  competent  pupil  teacher,  who  should  be  responsible  for 
giving  out  and  receiving  the  apparatus.  An  accurate  inven- 
tory of  contents,  showing  the  number  of  reading-books, 
slates,  etc.,  should  be  fixed  in  each  cupboard  for  reference, 
and  a  ^ place  for  everything^  must  be  provided  to  secure  a 
well-ordered  cupboard. 

Class  boxes  are  convenient  for  the  stowage  of  books  for 
the  Sunday-school,  but  cannot  be  recommended  for  holding 
the  reading-books,  copy-books,  pencils,  etc.,  which  are 
used  in  the  day-schools. 


V.  MISCELLANEOUS  FITTINGS. 

We  will  complete  our  remarks  on  school  furniture  with 
a  brief  description  of  other  fittings  which  are  essential  to 
comfort  and  good  order. 

1.  Window  blinds.  —  For  windows  looking  SE.,  S., 
or  W.,  blinds  must  be  provided.  The  material  used  should 
not  be  too  opaque,  neither  should  it  be  white  in  colour,  to 
dazzle  the  eye.  Brown  unbleached  calico  is  often  used;  in 
many  of  the  schools  of  the  London  School  Board  blue  linen 
h  used,  and  seems  vex'^  mtable.  \ 
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2.  The  fireplace  requires  a  strongly  made  and 
securely  fixed  iron  guards  about  2  ft.  6  in.  in  height.  It 
should  be  lined  with  stout  sheet  iron  to  the  height  of  8  in. 
or  9  in.,  and  then  it  will  serve  as  a  fender.  The  coal  scuttle 
and  scoops  and  other  fittings,  should  be  of  extra  strength. 

3.  A  good  clock,  and  a  thermometer,  are  other 
necessaries,  and  also  a  hand-bell^  notice  board  for  daily  state- 
ment of  attendance,  and  glazed  frames  for  the  Time  Tables. 

4.  Furniture  for  porch  and  for  cloak  room. — 

Large  doormats  of  cocoa-nut  fibre,  very  strongly  made, 
should  be  placed  in  the  porch.  In  the  cloak  room  ample 
accommodation  should  be  provided  for  all  caps  and  cloaks, 
so  that  these  articles  of  clothing  may  never  be  seen  about 
the  school-room.  The  new  wrought  iron  hook,  made  of 
thick  wire,  should  be  used  in  place  of  wooden  or  cast-iron 
pegs.  The  horizontal  wooden  rails  to  which  the  hooks  are 
secured  should  be  firmly  fastened  to  the  walls,  at  heights 
convenient  to  the  children.  Much  disorder  may  be  avoided, 
by  having  all  the  pegs  numbered,  and  assigned  in  groups  to 
the  separate  classes.  Coats  and  cloaks  should  be  placed 
apart  from  the  caps.  A  strong  and  roomy  stand  for 
umbrellas  should  be  placed  in  the  cloak  room.  It  is  well 
to  remark  that,  useful  as  these  articles  of  furniture  are,  they 
will  not  be  conducive  to  comfort  and  order  unless  some  one 
of  the  staff  be  appointed  to  maintain  proper  discipline  in  the 
lobbies  at  the  times  when  the  children  enter  and  leave 
the  school. 

5.  Lavatory  accommodation  is  very  desirable— with 
fixed  iron  basins,  water  supply,  and  towels. 

6.  The  playground  should  have  its  proper  furniture  : 
suitable  gymnastic  apparatus,  such  as  climbing  stand,  parcUlel 
and  horizontal  bars^  and  wooden  swings,  and  inclined  planes 
for  the  little  ones. 

LL2 
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VI.  CARE    OF  SCHOOL  FURNITURE. 

It  is  the  business  of  the  teacher  to  see  that  arrangements 
are  made,  and  definitely  carried  out,  for  the  periodical  cleans- 
ing, and  daily  sweeping  and  dusting,  of  the  school-rooms 
and  furniture.  He  should  see  that  those  who  clean  are  pro- 
vided with  all  they  need  for  properly  performing  their  duties. 
If  he  takes  an  active  and  personal  interest  in  the  neat- 
ness and  cleanliness  of  his  school-rooms,  those  who  are 
under  him,  from  the  children  upwards,  will  learn  to  do  the 
same.  He  should  have  all  damages  immediately  repaired, 
and  he  should  make  such  arrangements  as  shall  be  likely  to 
prevent  disorderly  and  rough  usage,  either  of  the  school 
premises  or  of  the  furniture,  both  before  and  after  school 
hours,  and  during  the  midday  interval 
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CHAPTER  II. 
APPARATUS. 

By  the  term  *  apparatus'  we  understand  all  the  appliances  and 
materials  used  by  teacher  and  children  in  the  various  school 
lessons.  The  managers  of  schools,  as  a  rule,  leave  the 
choice  of  apparatus  in  the  hands  of  the  teacher,  and  wisely 
exercise  no  interference,  so  long  as  expenditure  is  fairly  pro- 
portioned to  the  means  at  their  disposal.  Lavish  expendi- 
ture on  apparatus  will  not  ensure  a  good  school,  any  more 
than  a  scanty  supply  will  prevent  the  good  teacher  achieving 
success.  Yet  the  thoughtful  teacher  will  never  undervalue  the 
advantage  of  plenty  of  good  and  suitable  appliances.  The 
manufacturer  is  always  ready  to  avail  himself  of  any  con- 
trivance which  may  save  time  or  labour,  or  enable  him  to 
send  a  better  article  into  the  market ;  and  though  the  pecu- 
liar nature  of  the  teacher's  work  precludes  the  notion  that 
mechanical  aids  can  materially  abridge  his  labours,  yet  he 
will  be  anxious  to  have  the  benefit  of  such  help  as  they  can 
afford.  Indeed,  the  manifest  improvements  made  of  late  in 
the  quality  and  variety  of  several  kinds  of  apparatus,  show 
that  teachers  are  less  disposed  than  formerly  to  remain  con- 
tent with  means  and  methods  which  have  little  except  the 
doubtful  advantage  of  long  usage  to  recommend  them. 

Each  subject  of  school  instruction  requires,  more  or  less, 
its  own  special  apparatus.  Of  coiurse,  we  shall  confine  our- 
selves to  a  consideration  of  the  apparatus  required  in  the 
elementary  school. 


v^ 
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I.  THE  BLACK  BOARD. 

The  black  board  is  a  piece  of  school  apparatus  which 
may  be  used  with  advantage  in  every  lesson  ;  perhaps,  in- 
deed, there  are  few  better  tests  of  the  practical  skill  of  the 
teacher  than  his  ability  and  readiness  to  avail  himself  of  its 
varied  uses. 

1.  In  construction  it  usually  consists  of  well-seasoned 
deals,  carefully  framed  together,  and  strengthened  with 
tongues  of  wrought  iron.  The  harder  woods  are  undesirable, 
as  their  surfaces  become  very  smooth.  The  boards  are 
smoothly  planed,'and  stained  with  a  black  dye,  without  gloss, 
which  makes  them  of  a  dull  black  colour :  they  are  then 
ready  for  use. 

2.  In  size  they  vary  from  2  ft.  by  2  ft.  to  the  large 
fixed  boards  in  lecture  rooms  of  7  ft.  by  8  or  10  ft.  For 
ordinary  school  purposes  the  unfixed  black  board  ought  not 
to  exceed  4  ft.  6  in.  by  3  ft.  6  in.  :  larger  than  this  they  be- 
come inconvenient  for  using  with  a  moveable  easel.  The 
oblong  shape  is  convenient,  and  almost  universal.  The 
smaller  boards  are  made  of  |  in.  deal,  the  large  ones  of 
i^  or  i^  in.  material.  For  girls'  and  infants'  schools  a  very 
suitable  board  is  that  known  as  the  *  Hockerill  Board.'  It 
consists  of  a  thin  paneled  board  surrounded  by  a  narrow 
frame  of  stouter  wood,  and  is,  therefore,  much  lighter  than 
the  ordinary  pattern. 

3^  Modes  of  fixing. — Black  boards  may  be  supported 
in  several  ways,  (a)  Boards  of  ordinary  sizes  are,  perhaps, 
most  conveniently  supported  by  an  easel:  the  position  of  the 
board  may  thai  be  varied  to  suit  the  different  conditions  of 
Kght,  and  the  size  or  shape  of  the  class ;  and  it  can  be  re- 
oved  out  of  the  "way  when  not  in  use.  •  (d)  The  laiger 
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boards  may  be  conveniently  suspended  by  pivots,  in  a 
strongly  framed  stand.  The  degree  of  inclination  of  the 
board  can  thus  be  easily  varied,  and  both  sides  of  a  large 
board  are  readily  available  for  use.  The  strong  fiame  with 
its  extended  feet  secures  stability,  and  mobility  is  added  by 
placing  it  on  castors.  A  manifest  disadvantage  of  this  arrange- 
ment, is  the  space  occupied  by  so  large  a  piece  of  apparatus, 
when  not  in  actual  use.  The  best  specimens  of  swing  boards 
in  Continental  schools  have  a  projecting  ledge  of  about  three 
inches  in  width,  attached  to  the  bottom  of  the  board,  on 
which  the  teacher  may  rest  chalk,  pointer,  or  compasses. 
The  metal  pivots  on  which  swing  boards  hang  can  be 
tightened  in  their  sockets  by  thumb  screws. 

(c)  Boards  are  sometimes  fixed  to  the  walls.  They  may 
either  be  suspended  by  cords  over  pulley  wheels,  and 
balanced  by  weights  so  as  to  move  upwards  or  downwards, 
or  they  may  be  hinged  so  as  to  move  like  a  vertical  door. 

4*  Hasels. — ^The  cheaper  kinds  are  often  made  of  wood 
imperfectly  seasoned,  and  they  soon  come  to  pieces ;  the 
better  kinds  will  wear  for  many  years.  A  common  fault  in 
the  construction  of  the  easel  is  to  make  it  too  narrow  in 
the  upper  part,  where  width  is  essential.  A  good  easel 
should  be  fitted  with  rings  to  hold  pegs  and  pointer,  a  box 
for  chalk,  and  a  substantial  sliding  T  bar,  for  supporting 
maps.  The  moveable  legs'of  the  easel  should  be  so  hinged 
that  it  will  stand  securely  when  in  use. 

5.  Substitutes  for  black  boards. — In  some  schools, 
a  suitable  portion  of  the  wall  opposite  each  class  has  been 
prepared,  so  as  to  furnish  a  permanent  black  surface,  to  serve 
instead  of  black  board.  In  many  schools  slabs  of  slate  are 
firamed,  and  fixed  to  the  wall :  they  present  a  surface  always 
dull,  easily  cleaned,  and  one  which  receives  the  chalk 
pleasantly.  S/afe  cloth  is  now  prepared,  but  its  sole  advan- 
tage is  its  portability. 
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6.  Accessories.  —  CAalk  may  be  obtained  prepared 
ready  for  school  use,  and  free  from  grit  A  small  box,  or 
projecting  ledge,  should  be  provided  for  it  Bkuk-hoari 
cUaturs  are  now  made  of  pieces  of  thick  carpet  fastened  to 
a  suitable  handle.  The  clean  cotton  duster,  suf^lied  for 
each  board  week  by  week,  seems  preferable.  In  American 
schools  a  board  cleaner  is  often  provided,  consisting  of  a 
piece  of  sheepskin  fastened  on  a  conical  wooden  handle. 

7.  Care  of  black  boards. — ^The  moveable  boards 
should  have  a  special  place  assigned  for  their  safe  keeping 
when  not  in  use.  All  boards  should  be  regularly  cleaned  with 
sponge  and  cold  water.  They  will  also  occasionally  need  to 
be  re-stained,  and  suitable  preparations  maybe  obtained 
for  this  purpose  from  the  manufacturers  of  school  furniture, 

8.  Uses  of  the  black  board. — The  black  board 
furnishes  the  teacher  with  the  means  of  writing  or  drawing 
on  a  scale  large  enough  to  be  distinctly  seen  by  a  large  class: 
hence,  in  class  teaching,  there  is  no  lesson  in  which  it  may 
not  be  used  with  advantage. 

(i)  The  black  board  is  essential  for  successfully  teaching 
the  elements  of  Writing,  Drawing,  and  Arithmetic.  These 
uses  will  be  briefly  considered  in  succeeding  pages ;  here  we 
will  merely  point  out  to  the  young  teacher  the  importance 
of  sparing  no  pains  to  attain  excellerue  in  the  art  of  writing 
on  the  black  board.  Good  writing,  with  bold,  well-formed 
letters,  and  executed  with  facility,  can  be  acquired  only  by 
early  and  assiduous  practice)  few  things  will  be  more  helpful 
to  tiie  success  of  the  teacher. 

(2)  For  pictorial  illustration.  —  The  supply  of  objects 
and  models  for  class  teaching  is,  only  too  often,  a  very 
limited  one,  and  pictures,  diagrams,  and  maps  cannot  be 
provided  in  such  abundance  and  variety  as  to  meet  all  re- 
qQirements ;  but  the  teacher  who  can  sketch  well  has  an 
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unfailing  means  of  pictorial  illustration.  It  may  be  well  to 
remember,  too,  that  a  moderate  degree  of  skill  in  black- 
board drawing  furnishes  a  means  of  illustration  which  is 
often  more  useful  for  teaching  purposes  than  the  printed  pic- 
ture or  elaborate  map.  (a)  The  black-board  sketch  can  be 
drawn  to  any  convenient  scale  which  may  seem  desirable. 
ip)  The  elaborate  finish,  and  completeness  of  detail,  in  the 
engraved  illustration  are,  not  unfrequently,  hindrances  to  its 
usefulness  in  elementary  instruction  ;  but  in  a  black-board 
sketch  the  object  may  be  divested  of  all  its  non-essential 
parts,  or,  when  necessary,  any  part  may  be  detached  from 
the  whole  and  presented  separately,  (c)  Above  all,  the 
teacher  may  construct  on  the  black  board,  before  the  eyes 
of  his  class,  the  whole,  by  adding,  in  suitable  order,  the  various 
parts — a  process  which  can  hardly  be  too  highly  estimated 
for  the  interest  it  arouses,  and  its  teaching  utility. 

(3)  For  impressing  facts  which  have  been  communicated 
orally, — ^The  careful  teacher  is  never  content  to  leave  facts 
to  reach  the  minds  of  his  scholars  through  the  ear  alone, 
when  he  can  also  present  them  to  the  eye :  hence  his  con- 
stant recourse  to  chalk  and  black  board.  Reading  and 
spelling  depend  on  visual  memory ;  therefore  any  new  words 
occurring  in  the  lesson  must  be  written  up  so  as  to  be  seen. 
Indeed,  many  of  the  mistakes  children  make  in  writing  and 
pronouncing  words  arise  fi'om  the  fact  that  they  have  only 
imperfectly  heard  them,  and  the  aid  of  the  black  board  has 
never  been  called  in  to  present  them  to  the  eye. 

(4)  Abstracts  of  lessons, — The  black  board  may  be  used 
for  briefly  summarising  the  chief  facts  of  any  oral  lesson. 
The  form  in  which  the  abstract  should  be  made — whether  it 
should  give  merely  the  heads  of  the  lesson,  or  a  full  sketch 
— ^will,  of  course,  depend  upon  the  subject  in  hand,  and  the 
capacity  of  the  children.  These  summaries,  methodically 
worked  out  as  the  lesson  progresses,  help  the  child  to 
grasp,  and  to  retain,  the  logical  connection  of  the  various 
parts  of  the  lesson  ;  they  are  also  directly  serviceable  to  the 
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teacher,  in  checking  any  tendency  to  discursiveness,  and  as 
a  test  of  the  progress  he  is  making. 

9.  Position  of  the  black  board.— The  thoughtless 
or  inexperienced  teacher  pays  little  attention  to  the  position 
of  his  black  board  in  relation  to  the  class.  The  board  is 
sometimes  placed  so  near,  that  children  at  the  extreme  ends 
of  the  first  row  can  only  obtain  an  occasional  glimpse  of  it 
by  leaving  their  seats.  The  board  should,  on  no  account,  be 
nearer  the  class  than  half  the  length  of  the  front  row,  and  at 
this  distance  the  ?ieight  of  the  board  which  is  convenient  for 
the  teacher  will  also  be  convenient  for  the  class.  In  tran- 
scription lessons,  copy-book  writing,  and  other  lessons  in 
which  writing  materials  are  used,  the  board  should  be  placed 
to  the  right  of  the  children,  as  they  then  sit  with  the  left  side 
to  the  desk.  When  the  children  sit  with  facdfe  ^ fronts  the 
board  may  be  placed  a  trifle  to  the  right  of  the  teacher's 
position  as  he  stands  before  the  class ;  he  is  then  able  to 
turn  conveniently  to  the  board  without  wholly  turning  his 
back  upon  the  class. 

II.  SLATES. 

The  slate  still  forms  the  most  convenient  apparatus  to 
put  into  the  hands  of  young  children  in  the  early  stages  of 
writing,  arithmetic,  and  drawing.  The  usual  charges  made 
against  slates,  that  they  are  noisy,  dirty,  and  cumbersome, 
would  more  fairly  be  ascribed  to  the  neglect  of  the  teacher, 
in  failing  to  provide  proper  plans  for  securing  order  and 
cleanliness  in  slate  lessons.  The  difficulty  of  mana^g  pens 
and  ink  is  alone  a  sufficient  reason  for  permitting  the 
youngest  children  to  write  upon  slates. 

The  best  slates  are  the  hard  Welsh  slates,  and  their  dura- 
bility more  than  compensates  for  their  weight.    In  infant 
•schools  a  useful  size  is  7  in.  by  5  in.,  inside  measure ;  and 
i    |br  the  lower  Standards  they  should  not  exceed  9^  in.  by  7  in- 
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Only  framed  slates  should  be  used,  and  they  should  be  or- 
dered with  tin  comers,  fixed  to  the  outside  edges,  and  bevelled 
off,  so  that  they  may  not  scratch  the  desk.  The  slates  should 
be  carefully  ruled  on  one  side,  leaving  the  other  plain  for 
drawing.  Manufacturers  of  school  apparatus  now  rule 
slates,  according  to  any  desired  pattern,  for  a  small  additional 
charge. 

The  slots  now  cut  in  desks,  to  receive  slates  when  not  in 
use,  remove  one  source  of  noise  in  the  schoolroom — the  dis- 
tribution and  collection  of  slates  ;  but  the  noise  may  be  re- 
duced to  very  small  limits,  if  a  simple  system  of  slate  drill  be 
carried  out,  and  a  monitor  appointed  to  assist  A  piece  of 
sponge  should  be  provided,  for  each  slate  monitor  to  clean 
his  slates  before  putting  them  away,  when  the  day's  work  is 
done,  and  additional  pieces  for  passing  along  the  desks  in 
slate  lessons ;  and  the  children  should  be  strictly  prohibited 
using  the  dirtier  methods  of  slate  cleaning. 

Pencils  of  the  best  kind  should  be  provided  by  the 
school,  so  that  scraps  of  pencil  may  never  be  used.  It  is  a 
good  plan  for  the  pupil  teacher  or  monitor  to  have  charge  ot 
the  pencils,  and  to  make  him  responsible  for  keeping  them 
sharpened  and  in  good  order. 

The  paper  slates,  and  other  substitutes  for  the  old- 
fashioned  slates,  cannot  be  reconmiended;  they  get  ^  greasy ' 
with  the  substance  used  for  writing  uj>on  them. 

III.  APPARATUS  FOR  INFANT  SCHOOLS* 

We  will  now  proceed  to  describe  the  apparatu»  which  \% 
peculiar  to  the  infant  school.  Children  arc  received  there 
at  an  age  when  both  physical  and  mental  |;>owerH  arc  im- 
mature, and  the  various  lessons  and  occupations  arc  intended 
rather  to  develope  these  powers  than  to  impart  any  special 
branches  of  knowledge.  The  tcacher*H  work  \%  chiefly  to 
exercise  the  senses  of  the  children ;  in  fact,  thin  \%  the  only 
point  at  which  he  can  set  out,  for  all  their  idca«  arc,  ftt  thi« 
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period,  gained  through  the  senses.  Hence  the  special  appa- 
ratus needed  is  that  which  will  furnish  the  teacher  with  the 
means  of  cultivating  the  perceptive  powers,  and  preparation 
for  the  child's  future  progress  in  knowledge  is  now  made  by 
cultivating  his  general  intelligence,  through  the  mecfimn  of 
suitable  visible  objects.  Here,  then,  is  the  reason  why  lessons 
in  colour  and  form,  and  lessons  on  objects  and  pictures^  form 
so  important  a  feature  in  infant  schools. 

I.  Colour. — Colour  is  recognised  more  readily  than 
form,  so  that  the  teacher  may  well  begin  here.  He  has  to 
do  two  things  :  {a)  He  must  train  the  child  to  distinguish 
colour,  and  shades  of  colour,  and  {b)  he  must  gradually  de- 
velope  an  appreciation  of  what  is  harmonious  in  colour  com- 
binations. The  apparatus  usually  provided  consists  of  sheets, 
with  colour  examples  placed  side  by  side,  and  a  box  of  ta- 
blets, each  with  a  different  colour  ;  but  in  addition  to  these, 
the  teacher  must  provide  a  variety  of  specimens — ^pieces  of 
coloured  paper  or  calico,  wafers,  skeins  of  thread.  Colour 
box  and  brushes  should  be  provided  for  practical  illustra- 
tions. Of  course,  the  utility  of  these  lessons  depends  far 
less  on  the  variety  and  quality  of  the  apparatus,  than  upon 
the  skill  of  the  teacher  to  make  proper  use  of  what  he 
possesses.  We  can  give  here  only  a  few  leading  principles 
for  his  guidance. 

(i)  Let  him  begin  with  white  and  black,  and  get  the 
children  to  distinguish  the  difference  between  them. 

(2)  He  should  next  teach,  in  order,  the  primaries — red, 
yellow,  and  blue,  {a)  He  places  a  specimen  of  one  of  them 
before,  and  in  the  hands  of,  the  children  ;  {b)  he  calls  upon 
them  to  pick  out  similar  specimens ;  {c)  he  teaches  its  name  ; 
and  {d)  he  asks  for  names  of  various  objects,  known  to  the 
children,  having  the  same  colour. 

(3)  He  teaches  next  the  secondary  colours,  and  shows  by 
^xp&nxa'^i  how  they  are  formed  from  the  primaries. 
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(4)  He  exercises  the  children  in  distinguishing  shades 
of  the  same  colour. 

(5)  He  trains  them,  lastly,  to  the  perception  of  what  is 
harmonious  in  colour  grouping. 

2.  Form. — The  apparatus  required  comprises  sticks^ 
flexible  canes,  or  laths,  sefs  of  plane  figures  cut  in  thin, 
hard  wood,  a  set  of  wooden  solid  figures,  and  pictorial 
representations  of  tJics'e  solids.  The  teacher  may  begin  with 
two  such  solids  as  the  sphci'e  and  cube,  and  lead  the  children 
to  observe  and  describe  their  differences ;  and  he  may  use 
the  surfaces  and  edges  of  solids  to  lead  to  the  conception  of 
planes  and  lines.  At  every  step,  by  means  of  the  tangible 
objects  mentioned  above,  the  various  properties  of  lines, 
plane  figures,  and  solids  may  be  made  manifest  to  the 
senses.  Exercises  in  selecting  figures  named  by  the  teacher, 
and  in  arranging  sticks,  plane  figures,  and  solids  into  various 
patterns,  should  be  given  in  abundance. 

3.  Number  is  also  taught  as  a  property  of  objects.  We 
refer  the  reader  to  the  paragraph  on  Arithmetical  Apparatus 
for  further  information. 

4.  Objects  and  pictures. — The  useful  training  which 
we  are  attempting  to  describe  need  not  be  restricted  to 
lessons  with  the  *  box  of  form  and  colour,^  and  the  *  ball 
frame  y*  all  the  wide  variety  of  common  objects  which  sur- 
round the  child  in  every-day  life  should  be  laid  under  con- 
tribution. Neither  ought  these  lessons  to  be  confined  even  to 
those  objects  which  may  be  presented  visibly  in  the  school- 
room. The  cultivation  of  colour  and  form  will  have  so 
quickened  the  observing  powers,  that  the  children  will  be 
able  to  examine  pictures  with  interest  and  intelligence ;  and 
it  is  obvious  that,  without  pictures,  many  useful  lessons  in 
natural  history,  and  lessons  in  common  trades  and  occupa- 
tions, could  not  be  given  at  this  stage.  Remarks  on  the 
•  Cabinet  of  Objects '  and  its  uses  will  be  found  on  pp.  545-6. 
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5.  Kindergarten    apparatus. — Pestalozzi  was  the 

first  to  expound  clearly  the  simple  principles  which  should 
guide  the  infant  school  teacher ;  but  Frobel,  his  pupil,  was 
the  first  to  show  how  these  principles  might  be  systematically 
and  completely  applied.  We  must  refer  the  yOung  reader 
to  other  manuals  for  a  full  description  of  the  Kindergarten 
system  as  perfected  by  Frobel.  It  is  our  duty  here  merely 
to  point  out,  as  briefly  as  possible,  the  important  place  he 
gives  to  every  simple  and  inexpensive  apparatus,  as  a  means 
of  progressively  developing  the  child's  bodily  and  mental 
powers.  He  arranged  a  series  of  ^ gifts,'  which,  while  they 
have  all  the  novelty  of  playthings,  afford  the  means  of  culti- 
vating the  various  capacities  of  the  child.  In  ht  'first 
gift,*  of  six  soft  coloured  balls,  we  see  the  germ  of  all  that 
follows— the  toy  which  interests  and  engages  the  active  im- 
pulses of  the  child,  and  also  furnishes  admirable  means  of 
cultivating  its  perception  of  form  and  colour.  The  ^second 
gift'  is  a  group  of  three  wooden  solids,  the  cube,  the  cylin- 
der, and  the  sphere ;  thus  the  study  of  form  is  advanced, 
and  by  placing  the  solids  in  different  positions  of  rest,  and 
also  suspending  them  by  a  string  and  putting  them  in  motion, 
the  different  effects  of  change  of  position,  and  of  motion,  on 
the  apparent  shape  of  bodies  are  studied.  The  next  four 
gifts  consist  of  small  cubes  and  oblong  blocks,  with  which 
the  child's  constructive  powers  are  exercised  in  building.  A 
set  of  square  and  triangtilar  tablets,  made  in  hard  wood, 
to  be  arranged  in  various  designs,  is  next  presented ;  and 
this  gift  is  followed  by  apparatus  for  forming  figures  by 
arranging  sticks,  and  rings,  and  semicircles  of  iron  wire,  and 
flexible  threads.  These  lead  up  to  simple  drawing  lessons 
on  a  black  board,  ruled  in  squares,  the  children  being  sup- 
plied with  slates  similarly  ruled.  Paper  cutting  and  tveav- 
ing,  .constructions  to  be  formed  with  peas  and  sticks^  and 
clay  modelling,  complete  the  series. 
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IV.   APPARATUS  FOR  TEACHING   READING. 

We  will  now  discuss  the  apparatus  used  in  teaching  the 
ordinary  subjects  of  school  instruction.  We  will  begin 
^vith  that  which  is  required  in  teaching  reading. 

1.  The  alphabet. — (i)  Black  board  and  slates.  The 
letters  should  be  taught  in  the  order  of  their  simplicity  and 
similarity  of  form,  as  easy  drawing  lessons, 

(2)  The  Kindergarten  alphabet, — This  is  a  box  of  cards, 
straight  and  curved,  with  which  the  teacher  constructs  the 
letters,  and  calls  upon  the  children  to  imitate  him. 

(3)  Box  of  letters. — The  cheaper  kinds  consist  merely 
of  a  box  with  the  separate  letters  arranged  in  compartments, 
and  a  lid  with  grooves  in  which  the  letters  may  be  placed. 
But  in  the  more  complete  and  convenient  pattern,  the  letter 
box,  and  tablet  above  it,  are  supported  on  a  strong  wooden 
frame,  the  whole  forming  a  useful  reading-stand  to  place 
before  a  class.  Both  in  teaching  the  alphabet,  and  in  the 
earlier  stages  of  monosyllabic  reading,  the  teacher  ought  to 
use  the  box  of  letters  both  to  supplement  and  to  give 
variety  to  other  modes  of  teaching. 

2.  Reading  sheets. — These  enable  the  teacher  to  gain 
the  collective  attention  and  interest  of  a  class  of  young  children. 
The  close  attention  which  each  child  must  pay  to  his  own 
book,  before  he  can  use  it  advantageously,  renders  the  use  of 
sheets  far  preferable  in  the  early  stages  of  reading.  The 
sheets  ought  to  be  of  good  size,  printed  in  a  clear  and  con- 
spicuous type,  and  not  overcrowded.  Many  sets  of  reading 
^eets  are  published,  which  are  entirely  destitute  of  any 
principle  of  construction,  or  of  word  selection.  There  are, 
however,  several  sets  in  which  reading  difficulties  are  care- 
fully graduated,  and  words  introduced  in  groups  according 
to  similarity  of  formation.    These  sets  the  teacher  should 
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use.  They  will  be  found  to  possess  in  common  certain 
useful  features  which  we  will  briefly  describe : — ( i )  A  few  easy 
words  of  frequent  recurrence,  such  as  is,  was,  the,  at,  in,  are 
first  introduced,  and  then  each  succeeding  lesson  sheet 
commences  with  a  few  words  having  some  common  phonic 
element — e.g.  at,  cat,  pat,  bat,  etc.  The  lower  part  of  the 
sheet  consists  of  easy  sentences,  composed  of  these  words, 
and  the  few  easy  irregular  words  already  taught.  (2)  The 
various  powers  of  the  single  vowels  and  consonants  are 
gradually  introduced,  then  the  double  letters,  while  the 
irregular  words  are  sparingly  and  slowly  used.  (3)  An 
attempt  is  made  to  avoid,  as  far  as  possible,  the  use  of 
monosyllables  whose  spelling  is  anomalous,  and  therefore 
difficult,  and  to  follow  a  principle  which  must  underlie  all 
sound  teaching — ^viz.  that  of  thoroughly  and  systematically 
imparting  the  simpler  elements,  and  using  them  as  a  key  for 
unlocking  the  more  complex  parts  of  the  subject. 

Reading  sheets  are  best  preserved,  and  suspended  when 
in  use,  in  neat  iron  frames,  which  may  be  procured  in 
various  sizes.  The  pointer,  and  chalk,  and  black  board  for 
illustration,  should  always  be  at  hand. 

3,  Reading  books. — The  various  degrees  of  excellence 
which  characterise  the  numerous  sets  of  *  readers '  now  on 
sale,  and  the  vast  importance  to  both  school  and  teacher  of 
selecting  only  those  which  are  good,  seem  to  render  it  desir- 
able that  we  should  lay  down  a  few  simple  rules,  which  may 
enable  the  learner  to  exercise  a  sound  judgment  when  he  is 
called  upon  to  choose  *  reading  books.' 

In  judging  of  the  merits  of  'reading  books,'  it  is  necessary 
to  bear  in  mind,  that  their  authors  do  not  all  take  the  same 
view  of  the  special  province  of  the  *  reading  book,*  as  an 
instrument  in  school  work.  Some  books  are  prepared  with 
glossaries  of  words  and  meanings,  with  hard  words  syllabised 
and  accented,  and  with  questions  on  the  subject-matter — all 
dont  with  a  view  to  the  child,  either  at  home  or  at  school, 
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preparing  the  lessons  for  the  teacher.  Other  'readers,'  without 
these  aids,  are  obviously  intended  only  for  school  use,  and 
suppose  the  teacher  always  present  to  correct  or  explain. 
Again,  some  sets  of  'readers'  contain  carefully  planned  series 
of  home  exercises  in  arithmetic,  spelling,  geography,  and 
grammar.  Now,  while  we  believe  that  systematic  instruc- 
tion in  these  subjects  is  best  apart  from  the  *  reading  book,' 
yet  in  some  schools  where  this  book  is  purchased  by  the 
children,  it  may  be  convenient  that  it  should  be  a  general 
manual  of  class  work.  At  any  rate,  the  teacher  ought  to 
decide  how  he  intends  the  'reading  books*  to  be  used,  before 
he  makes  a  selection. 

(i)  The  primary  purpose  of  the  'reading  book'  is  to 
furnish  the  means  of  teaching  reading — hence  it  should  be 
examined  as  to  how  far  it  is  likely  to  fulfil  this  purpose. 
(a)  Do  the  lower  '  readers '  orderly  and  methodically  present 
the  various  reading  difficulties  ?  (b)  Do  they  contain  sets 
of  lessons  so  carefully  graduated  in  difficulty,  and  varied 
in  subject  and  style,  as  to  furnish  suitable  material  for 
practice  in  the  art  of  reading?  (c)  Is  the  printing  good, 
the  type  bold  and  clear,  the  spacing  of  words  and  lines  ample, 
so  as  to  aid  the  eye  of  the  young  reader,  and  not  hinder  him 
as  a  badly  printed  page  undoubtedly  does  ? 

(2)  The  choice  of  materials  for  the  '  reading  books ^  as 
regards  both  subjects  and  style  of  treatment,  must  be  such  as 
will  interest  the  child,  and  foster  a  taste  for  reading.  Some 
compilers  have  produced  books  notable  only  for  their  dulness 
—with  series  of  lessons  on  various  subjects  ranging  from 
Architecture  to  Zoology — and  extracts  from  standard  scien- 
tific and  literary  works  having  no  points  of  contact  with 
children's  experiences  or  sympathies.  Others,  on  the  con- 
trary, have  filled  their  pages  with  fairy  stories  and  marvel- 
lous adventures.  But  some  admirable  series  have  fairly 
solved  the  problem  of  providing  lessons,  suited  to  the  dif- 
ferent ages  of  children,  which  will  interest  without  enfeebling, 
instruct  without  growing  wearisome,  and  tend  to  cultivate 
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pure  tastes  and  noble  sentiments.  For  Standards  /.,  //., 
and  II L,  simple  anecdotes  and  stories  of  domestic  and  of 
diild  life — ^anecdotes  of  animals,  birds,  and  pets — simple 
bright  descriptions  of  country  scenes,  and  fables  of  a  healthy 
tone,  seem  to  afford  varied  and  suitable  materials.  For  the 
higher  Standards  there  is  abundant  scope  in  natural  history 
— descriptive  rather  than  technical — peeps  at  foreign  lands, 
narratives  of  travel  and  adventure,  biographical  sketches  of 
the  good  and  great,  and  in  stirring  ballads  and  descriptive 
poems.  Neither  need  science  be  excluded;  only  the  lessons 
should  be  simply  and  pleasantly  unfolded,  and  not  consist  of 
extracts  from  some  strictly  technical  treatise. 

As  much  care  is  required  from  the  compiler  in  regard  to 
style  as  in  choice  of  subject.  In  the  *  readers '  for  the  lower 
Standards  the  pieces  should  consist  largely  of  dialogues  and 
simple  narratives,  and  the  sentences  should  be  short  and 
uninvolved.  Natural  modulation  can  only  be  justly  looked 
for  from  children  when  the  style  of  the  *  reading  lesson'  calls 
forth  their  sympathies.  The  simple  structure  and  musical 
rhythm  of  easy  poetry  commend  it  for  large  use  in  '  school 
readers,'  while  it  also  improves  the  taste,  and  stores  the  me- 
mory with  what  is  beautiful  in  thought  and  expression. 

(3)  While  the  school  *  reading  book '  need  not  contain 
formal  lessons  in  morality,  and  must  not  contain  direct  re- 
ligious instruction^  yet  the  golden  threads  of  high  moral  pur^ 
pose^  and  of  reverence  for  divine  things,  must  be  everywhere 
visible. 

(4)  *  Reading  books '  should  be  well  illustrated.  Pictures 
should  always  be  introduced,  if  only  to  impart  some  of  that 
brightness  and  enhanced  interest  which  a  book  with  pictures 
always  has  for  a  child.  («)  In  the  *  reading  primer,*  a  boldly 
drawn  and  well-executed  engraving  should  always  stand  at 
the  head  of  the  lesson.  It  should  represent  some  object 
whose  name  is  not  only  that  of  the  subject  of  the  lesson, 
but  also  its  key  word.  Thus,  the  picture  of  a  cow  might 
Stand  before  a  lesson  on  that  animal,  and  many  of  the  words 
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should  contain  the  same  vowel  sound,  {b)  Well-executed 
engravings  add  much  to  the  educational  value  of  many 
reading  lessons.  Descriptions,  either  of  objects,  or  of 
scenery,  or  of  any  historical  event,  will  make  impressions 
far  more  definite  and  lasting,  when  read  with  the  pictorial 
representation  at  hand,  (c)  The  tastey  as  well  as  the  intelli- 
gence of  the  child,  is  improved  by  good  engravings;  but 
they  must  be  goody  truthful  in  drawing,  graceful  in  design, 
and  refined  in  execution.  It  is  high  time  for  teachers  to 
avoid  those  sets  of  *  reading  books '  whose  blurred  and  ill- 
drawn  pictures — (illustrations  they  are  not,  so  far  as  the 
proper  use  of  the  term  goes) — show  that  they  are  printed 
from  blocks  long  ago  worn  out  in  other  service. 

(5)  The  binding  is  a  point  of  considerable  importance. 
The  chief  thing  is  to  see  that  the  sheets  are  thoroughly 
stitched,  as  well  as  firmly  secured  in  the  covers.  A  closQ 
inspection  will  readily  enable  the  teacher  to  estimate  the 
probable  degree  of  durability  in  a  *  reading  book.' 

(6)  Hints  for  young  teachers  on  the  care  of  ^  reading  books  J 
{a)  Have  grderly  methods  of  distributing  and  collecting 
them :  do  not  permit  them  to  be  thrown  about,  {b)  Teach 
your  children  to  hold  the  'reading  book'  properly,  without  in-: 
serting  the  thumb,  {c)  When  the  *  reading  book'  is  used  in 
writing  lessons,  for  transcription,  &c.,  you  may,  save  much 
needless  *  wear  and  tear '  by  seeing  that  it  is  always  placed  at 
the  child's  right  hand,  so  that  the  arms  may  not  rest  upon  it 
(d)  A  few  stitches,  or  a  little  gum,  applied  in  time,  will  do 
much  to  preserve  your  books  in  perfect  order,  and  saveryou 
the  discomfort  of  using  those  which  are  torn  and  incom^ 
plete.  They  should  always  be  in  the  book  cupboard  when 
not  required  for  use.  .      .       ,- 
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V.  [APPARATUS  FOR  TEACHING  WRITING. 

I.  The  black  board. — ^Whatever  method  may  be 
pursued  in  teaching  writing,  the  black-board  will  be  in  con- 
stant use.  In  the  initiatory  stages  each  new  step  should 
begin  with  black-board  demonstrations.  The  processes  of 
construction, — the  relative  sizes  of  the  parts  of  letters,  and 
of  letters  to  one  another, — their  slope  and  distances,  and 
proper  modes  of  joining,  must  be  taught  at  the  black  board. 
When  the  child  has  mastered  the  letters  and  their  easier 
combinations,  no  more  useful  method  can  be  devised  than 
the  transcription  lesson^  in  which  the  teacher  writes  care- 
fully a  passage  from  the  'reading  book  *  upon  the  board,  and 
the  children  copy  upon  their  slates.  And  even  in  copy-book 
writing  the  board  should  be  at  hand,  so  that  the  whole  class 
may  have  the  benefit  of  any  criticism  or  correction  which 
the  teacher  may  make 

The  Mulhduser  board  is  sometimes  used  by  teachers 
who  do  not  follow  out  strictly  the  synthetic  method,  nor  use 
all  Mulhduser^ s  mechanical  aids.  Its  accurate  division  into 
rhomboids,  by  horizontal  and  oblique  lines,  furnishes  a  most 
useful  means  of  visibly  demonstrating  all  the  simple  rules  of 
relative  size,  distance,  and  slope. 

2.  SlateSi  when  used  in  the  early  stages  of  writing, 
should  be  ruled  with  horizontal  lines  about  one-third  of  an 
inch  apart :  wider  lines  are  not  advisable,  considering  the 
small  and  unpractised  fingers  of  the  children. 

3.  Copy  books. — Some  teachers  prefer  books  with- 
out engraved  copy  headings^  using  either  moveable  copy 
slipSf  or  black-board  copies^  or  setting  copies  day  by  day 
with  their  own  hands.  Much  may  be  said  for  the  last- 
auned  plan — the  copy  may  be  suited  to  the  special  capacity 

ftt  individual,  it  may  be  repeated   as  often  as  may 
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seem  advisable — ^and  so  the  lessons  may  be  graduated  to 
meet  the  needs  of  each  child.  It  is  probable,  too,  that  the 
handiwork  of  the  teacher  will  secm-e  more  emulative  imita- 
tion than  the  almost  unapproachable  excellence  of  the  en- 
graved heading.  On  the  other  hand,  the  expenditure  of 
time  necessary  to  set  the  copies  of  a  school  only  moderately 
large,  and  the  indifferent  skill  which  too  many  elementary 
teachers  exhibit  in  copy  setting,  seem  sufficient  reasons  for 
recourse  either  to  copy  headings  or  copy  slipis.  Neither  is 
the  difficulty  merely  one  of  setting  copies.  The  younger 
children  require  more  or  less  aid  in  the  way  of  perpendicu- 
lar lines  for  spacing  their  words  or  letters  properly,  and,  in 
the  first  lessons,  faintly  written  models  for  tracing;  and  these 
could  only  be  added  as  required,  by  the  teacher. 

Copy  slips, — ^The  best  arguments  advanced  in  favour  of 
copy  slips  are,  that  the  choice  of  copies  is  more  completely 
in  the  hands  of  the  teacher,  and  that  he  can,  if  necessary, 
have  any  given  copy  re-written.  The  facility  with  which  the 
copy  slip  can  be  moved  has  also  been  claimed  as  advan- 
tageous, on  the  ground  that  it  may  be  kept  more  directly 
under  the  eye  of  the  pupil  as  he  moves  it  down  the  page. 
But  this  j^icility  enables  the  pupil  to  place  it  altogether  on 
one  side,  or  in  such  a  position  as  to  be  of  little  service. 
The  tnith  is,  successful  teaching  of  writing  is  more  depen- 
dent on  constant  watchful  supervision,  and  attention  to  the 
pupils  individually,  than  upon  the  means  by  which  they  are 
provided  with  models. 

4«  Mechanical  Aids. — We  have  aheady  pointed  out 
that  the  black  board  affords  the  best  means  of  imparting  all 
necessary  instruction  in  the  nature  of  the  forms  which  are 
the  subject-matter  of  the  writing  lesson.  But  the  pupil  is 
next  called  upon  to  copy  these  forms,  and  we  may  aid  him, 
in  this  practical  part  of  the  writing  lesson,  by  numerous. 
mechanical  expedients.  The  simplest  of  these  are  the  hori- 
zontal lines ^  which  keep  the  imting  straight  and  at  even  dis- 
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tances.  In  Mulhauser's  writing  lessons,  both  copy  books 
and  slates,  as  well  as  black  board,  were  ruled  with  sloping 
parallel  litus^  along  which  the  pupil  traced  his  down  strokes, 
and  similar  aid  is  usefully  introduced  in  the  early  numbers 
of  all  the  best  series  of  copy  books.  Tracing  is  another 
useful  device  provided  in  many  series  of  copy  books.  Its 
utility  depends  very  largely  on  the  amount  of  proper  super- 
vision exercised  by  the  teacher. 

5.  The  best  copy  books  will  be  found  to  satisfy 
the  following  conditions: — 

(i)  The  letters  are  taught  in  groups,  arranged  according 
to  similarity  of  construction,  and  the  simple  groups  are  first 
presented. 

(2)  A  judicious  use  is  made  of  vertical  and  oblique 
ruling  in  addition  to  the  horizontal  lines,  and  tracing  is 
freely  used  at  first 

(3)  The  typical  forms  of  the  letters  are  simple,  and  free 
from  flourishing,  and  the  copies  are  consistent  throughout 
'with  these  typical  forms. 

(4)  The  size  of  the  writing  is  varied  to  suit  the  pupil's  ad- 
vancement in  skill.  The  large  hand,  formerly  used  for  the 
introductory  lessons,  is  now  wisely  discarded  in  favour  of  a 
medium  size  suited  to  the  small  and  feeble  fingers  of  the 
beginner. 

(s)  The  paper  is  good,  and  each  page  contains  at  least 
two  copies.  The  child's  attention  is  soon  withdrawn  from  a 
copy  heading,  if  he  is  called  upon  to  imitate  it  many  times. 

6.  Hints  to  pupil  teachers  for  the  copy-book 
lesson. 

(i)  Arrange  your  class  in  perfect  order ;  the  children 

should  be  separated,  and  should  'cover'  from  the  front 

row. 

{a)  Have  your  copy  books  distributed  by  some  orderly 

j  your  momlOT,  before  the  lesson  begins,  should 
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arrange  them  for  each  row,  so  that  they  merely  require  pass- 
ing at  word  of  command. 

(3)  Use  a  simple  set  of  orders  for  beginning  the  lesson, 
such  as  the  following  : — One:  the  children  assume  the  writ- 
ing position.  Two:  books  are  opened  and  placed  in  proper 
position.  Three:  the  children  take  up  pens,  holding  them 
in  position  for  writing.     Four:  they  commence  writing. 

(4)  Take  pains  to  teach  each  child  the  proper  way  of 
holding  the  pen  ;  be  patient  with  the  unskilful,  and  always 
insist  upon  each  pupil  sitting  in  a  convenient,  upright  posi- 
tion, with  the  head  bent  a  little  forward. 

(5)  Permit  only  a  small  portion  to  be  written  at  a  time  ; 
go  from  child  to  child,  and  constantly  inspect  the  books  ;  a 
vigilant  teacher  can  do  this  without  removing  his  attention 
from  the  class  as  a  whole. 

(6)  Make  constant  use  of  the  black  board  to  explain 
fe.ults ;  corrections  made  in  the  copy  books  should  be  made 
with  a  lead  pencil,  and  each  deserving  copy  should  have 
some  mark  of  approval  attached. 

(7)  If  you  use  headline  copy  books,  and  additional 
practice  in  any  letter  or  combination  be  desirable  for  any 
pupil,  it  is  well  to  remove  the  copy  book  for  a  time,  and  give 
him  the  necessary  extra  lessons  on  a  separate  paper. 

(8)  Recollect  that  the  condition  of  the  copy  books  affords 
a  fair  means  of  testing  your  habitual  attention  to,  and  in- 
terest in,  your  work.  Careful  supervision,  patient  instruction, 
and  the  example  of  the  teacher's  own  good  writing,  never 
fail  in  securing  success. 


VI.  APPARATUS  FOR  TEACHING  ARITHMETIC. 

I.  The  only  special  apparatus  used  in  many  schools  is 
the  '  ball  framed  and  with  this  instrument,  and  the  black 
board,  the  thoroughly  efficient  teacher  can  abundantly  illus* 
trate  the  lessons  in  number.     But  unfortunately,  in  the 
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Viands  of  too  many  teachers,  the  ball  frame  does  not  afford 
the  children  all  the  valuable  aid  which  they  should  derive 
from  it  The  child's  first  ideas  of  number  are  gained,  not 
of  number  in  the  abstract,  but  of  niunber  in  connection  with 
objects.  '  Two  marbles  *  and  *  three  books '  are  ideas  which  he 
grasps  long  before  he  can  deal  with  the  abstract  ideas  em- 
bodied in  the  words  '  two  *  and  *  three,'  In  fact,  as  he  gains 
his  knowledge  of  the  physical  properties  of  things  through 
the  senses,  and  chiefly  through  sight  and  totich,  so  every  step 
he  takes  toward  a  more  perfect  knowledge  of  number  should 
be  made  through  the  evidence  of  the  same  senses.  Hence 
arises  the  need  of  apparatus  in  teaching  arithmetic :  at 
every  step  the  teacher  requires  convenient  means  of 
placing  before  the  child  visible  and  tangible  evidences  of  the 
facts  he  would  teach. 

In  the  earlier  lessons,  the  teacher  would  do  well  to 
avoid  the  ball  frame,  and  provide  less  formal  apparatus  in 
the  way  of  suitable  miscellamous  objects^  such  as  shells, 
pence,  marbles,  apples,  and  then  the  children  from  the  first 
will  learn  to  regard  number  as  a  general  property  of  things. 

2.  The  ball  frame. — When  the  children  are  prac- 
tically acquainted  with  the  values  of  the  first  ten  numbers, 
the  ball  frame  will  enable  the  teacher  to  perform  visibly  all 
the  various  elementary  numerical  operations.  The  ball 
frame  consists  of  a  stout  square  frame  of  wood  15  in.  or 
18  in.  in  width.  This  contains  twelve  parallel  wires,  on 
each  of  which  are  strung  twelve  small  wooden  balls,  co- 
loured alternately  red  and  white.  The  better  kinds  of 
frames  are  supported  vertically  on  a  strong  wooden  stand, 
and  one  half  of  the  ball  frame  is  covered  on  one  side  by  a 
thin  piece  of  wood,  so  that  the  teacher  has  the  means  of 
displaying  only  just  as  many  balls  as  may  suit  his  purpose. 
Easy  exercises  in  addition,  subtraction,  multiplication,  and 
division,  and  in  breaking  small  numbers  up  into  factors  \ 
the  principle  of  enumerating  numbers  by  tens*^  the  con- 
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struction  of  the  various  tables  for  addition,  multiplication, 
etc. ;  all  these  may  be  demonstrated  on  the  ball  frame. 
This  is  not  the  place  for  detailing  the  way  in  which  all  this 
should  be  done,  but  we  will  offer  a  i&N  general  hints, 

(i)  The  groups  of  balls  dealt  with  should  not  be  larger 
than  the  child's  eye  can  distinguish ;  all  operations  should 
be  conducted  at  first  with  a  few  balls. 

(2)  It  is  necessary  that  the  operations  should  proceed 
leisurely^  so  that  the  eye  of  the  child  may  both  follou'y  and 
dwell  upofiy  the  facts  placed  before  it. 

(3)  When  a  question  has  been  illustrated  by  the  balls, 
give  similar  questions  involving  other  concrete  quantities. 

(4)  Do  not  regard  the  various  exercises  performed  on 
the  ball  frame,  nor  any  other  visible  illustrations  of  number, 
as  an  end  in  themselves :  they  are  valuable  chiefly  because 
they  prepare  the  mind  for  comprehending  and  manipulating 
abstract  number. 

3.  'Number  pictures.'  —  These  'number  pictures' 
are  merely  a  set  of  cards,  each  representing  a  different 
number  by  a  group  of  dots.  By  the  simple  device  of 
arranging  each  group  in  a  form  peculiar  to  itself ^  each  card 
assumes  an  individuality  of  appearance,  by  which  the  eye 
learns  to  recognise  it.  When  the  first  ten  numbers  have 
been  taught  by  miscellaneous  objects,  they  may  be  repre- 
sented pictorially  by  these  cards,  and  then  symbolically  by 
the  ordinary  figures.  These  *  number  pictures  *  also  enable 
the  teacher  to  extend  the  principle  of  visible  operations  to 
large  numbers,  as  the  individuality  of  the  groups  makes  them 
easy  of  recognition. 

4.  Apparatus  for  teaching  numeration  and 
notation. — Many  simple  expedients  have  been  devised 
to  illustrate  visibly  the  fundamental  fact  that  numbers 
larger  than  nine  are  enumerated  as  so  many  tens.  The 
ball  frame,  as  we  have  already  noticed,  may  be  used  here. 


538       SCHOOL  FURNITURE  AND  APPARATUS. 

A  dozen  or  so  of  stout  cards  with  lo  buttons  fixed  upon 
each,  a  card  with  loo  buttons  placed  in  rows  of  ten,  and  a 
score  of  loose  buttons  will  furnish  the  teacher  with  ample 
apparatus.  Some  teachers  make  bundles  of  small  sticks, 
tied  up  in  tens  and  hundreds,  serve  the  same  purpose. 
Sonnenschcin  and  Nesbitty  to  whom  we  are  indebted  for  the 
introduction  of  the  'number  pictures'  from  Germany, 
have  devised  sets  of  apparatus  by  which  the  principle  of 
representing  numbers  to  the  eye  may  be  applied  up  to  a 
miUion.  They  use  small  cubes  to  represent  units;  ten 
cubes  placed  end  to  end,  and  coloured  alternately  black 
and  white,  form  a  ^ stave^  or  ten ;  ten  staves  placed  side  by 
side  form  a  ^ plate^  with  loo  visible  units.  Ten  'plates' 
placed  upon  one  another  make  a  cube,  and  visibly  represent 
i,ooo  units,  and  so  on.  The  number  1878  would  appear 
as  I  CUBE,  8  plates,  7  staves,  8  aibes.  We  are  of  opinion 
that  when  these  and  similar  contrivances  have  been  carried 
up  to  thousands,  the  teacher  may  wisely  proceed  with- 
out them.  It  is  obvious  that  they  cannot  be  used  inde- 
finitely; neither  is  there  any  necessity  for  them  when  the 
child  has  grasped  t\iQ  principle  of  decimal  notation. 

5.  Weights  and  measures. — In  the  first  lessons  in 
money  calculations  it  is  well  that  the  various  coins  should  be 
introduced,  and  be  actually  handled  by  the  children.  The 
additions,  reductions,  and  other  operations  should  be  carried 
out  with  actual  coins,  before  the  sum  is  worked  on  the 
black  board.  And  this  principle  of  beginning  with  the 
visible  and  tangible  is  especially  necessary  when  the  child 
begins  weights  and  measures,  where  some  of  the  units  are 
scarcely  known  to  him,  even  by  name.  In  teaching  long 
measure,  e.g.,  the  foot  measure  should  be  put  into  his  hands, 
and  he  should  be  exercised  practically  in  its  use.  Then 
the  multiples  and  sub-multiples  should  be  experimentally 
taught,  and  finally  the  complete  table  deduced  and  corn* 
flatted  to  memory.    In  square  and  cubic  measures,  and  their 
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applications  to  simple  problems  in  mensuration,  the  plates, 
staves,  and  cubes  before  named,  afford  ample  means  of  illus- 
tration. In  every  school  a  box  of  weights  and  measures 
should  be  collected,  and  regularly  used  in  the  way  we  have 
indicated.  These  boxes  are  now  prepared  specially  for 
teaching  purposes. 

6.  The  black  board. — (i)  The  teacher  who  pos- 
sesses but  scanty  means  of  illustrating  the  arithmetic  lesson 
by  suitable  tangible  objects  can  always  fall  back  upon  black- 
board diagrams.  He  can  always  present  visible^  if  not 
tangible^  examples  to  the  class.  (2)  Not  only  in  the  illustra- 
tion of  principles,  but  in  the  important  matter  of  their  appli- 
cation in  working  sums,  the  black  board  is  in  constant 
service.  The  good  teacher  always  works  many  examples  on 
the  board  with  his  pupils  before  he  calls  upon  them  to  work, 
unaided,  an  example  on  slate  or  book. 


VII.  APPARATUS  FOR  TEACHING  GEOGRAPHY. 

The  day  for  attempting  to  teach  geography  without  ap- 
paratus of  any  kind  has  happily  almost  gone  by.  A  fair 
supply  of  useful  maps  is  found  in  most  elementary  schools, 
and  the  danger  is,  not  that  the  young  teacher  will  neglect 
their,  use,  but  that  he  may  suppose  they  furnish  him  with 
every  essential  means  of  illustrating  his  geography  lessons. 
Now  we  must  remind  him  that  the  piurpose  of  teaching 
geography  involves  far  more  than  a  knowledge  of  the  map ; 
it  is  rather  to  give  the  child  an  intelligent  and  useful  know- 
ledge of  the  various  features  of  the  earth's  surface  and  of  the 
people  who  live  upon  it.  He  must  learn  to  regard  this 
subject  as  a  branch  of  Natural  Science,  and  he  must  re- 
member that  the  proper  methods  of  teaching  geography  are 
(so  far  as  the  special  nature  of  the  subject  will  permit)  those 
by  which  other  branches  of  science  should  be  taught.    The 
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teadier  of  botany  puts  leaf,  and  stem,  and  flower  into  the 
hands  of  his  pupils ;  objects  not  within  his  reach  he  visibly 
presents  to  them  by  well-drawn  and  natiurally  coloured  pic- 
tiures ;  and  not  until  the  objects  themselves  are  well  under- 
stood, does  he  proceed  to  those  technical  names  and  symbols 
which  henceforward  represent  the  objects.  Apparatus  is 
only  serviceable  in  so  far  as  it  enables  the  teacher  to  bring 
the  pupil  into  closer  relationship  with  facts. 

It  is  beside  the  purpose  of  this  chapter  to  show  how  the 
teacher  should  begin  geography  by  leading  the  child  to 
observe  and  understand  the  facts  of  his  mvn  locality^  and  to 
use  these  as  a  means  and  standard  of  comparison  by  which 
other  and  far  distant  scenes  may  be  understood.  We  merely 
refer  to  them  here,  as  indicating  the  kind  of  instruction  which 
should  precede  the  use  of  apparatus.  Now  apparatus  in  the 
geography  lesson  may  serve  two  distinct  purposes.  First, 
and  chiefly,  it  is  used  for  pictorial  illustration^  and  some- 
times for  experimental  illustration.  The  means  of  pictorial 
illustration  are  models,  pictures^  and  maps. 

I.  Models. — Models  furnish  a  means  of  tangible,  as 
well  as  visible,  representation.  Unfortunately,  good  geo- 
graphical models  are  expensive,  and,  unless  the  teacher  is 
willing  to  construct  his  own  models,  he  must  oflen  forego 
this  natural  and  perfect  means  of  representing  the  different 
features  of  the  earth's  surface.  We  have  frequently  seen  very 
serviceable  maps  modelled  in  relief  from  common  clay,  and 
successfully  used  in  teaching  the  definitions.  For  pennanent 
use,  they  should  be  cast  in  plaster  of  Paris  from  the  clay 
model,  mounted,  and  coloured.  Such  models  are  invaluable 
as  introductory  to  the  ordinary  map.  One  of  the  best  geo- 
graphy lessons  we  ever  heard  was  a  lesson  on  volcanoes, 
illustrated  by  models  raised  from  a  heap  of  dry  sand  placed 
upon  a  horizontal  board. 

A  wooden  bally  8  or  9  in.  in  diameter  and  stained  black 
JOi  receive  chaWi  tnaiks,  fattvishes  a  simple  but  useful  model 
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of  the  earth,  for  the  first  lessons  on  its  shape  and  motions. 
A  wire  axis  should  be  passed  through  it 

A  larger  ball  of  the  same  kind  should  be  provided,  and 
arrangements  made  in  the  class-room  by  which  it  may  be 
suspended  over  a  pulley  wheel  An  i^-inch  globe,  revolving 
in  a  semicircular  brass  meridian  and  similarly  suspended  so 
that  its  axis  shall  remain  at  66^°  with  the  plane  of  the 
horizon,  is  a  most  useful  addition  to  the  stock  of  apparatus. 
It  affords  a  ready  means  of  reference,  and  its  constant  use 
will  do  much  to  familiarise  children  with  the  relative  posi- 
tions of  places.  Globes  with  the  features  of  the  land  in 
relief  are  best  suited  for  elementary  instruction. 

Many  important  facts,  such  as  the  simultaneous  annual 
and  diurnal  motions,  the  parallelism  of  the  earth's  axis,  with 
the  resulting  phenomena  of  day  and  night,  and  the  seasons, 
can  only  be  satisfactorily  taught  by  suitable  models.  A 
lamp,  or  lighted  candle,  may  be  used  in  connection  with  the 
small  wooden  ball  to  present  these  facts  visibly ;  diagrams 
and  pictures  should  never  be  used  to  the  exclusion  of  expert- 
mental  teachtngy  however  imperfect  the  means  at  the  teacher's 
disposal.  We  have  seen  a  teacher  succeed  in  illustrating  the 
causes  of  the  seasons  with  no  other  appliances  than  a  turnip, 
a  wooden  skewer,  and  a  lighted  candle.  Good  working 
models,  forming  a  simple  kind  of  orrery,  are  now  to  be  ob- 
t?.ined,  but  are  of  necessity  somewhat  costly. 

2.  Pictures. — Here  we  would  restrict  the  term  to  its 
popular  meaning,  so  as  to  exclude  the  diagram  and  map. 
Pictures  of  foreign  scenes — the  Esquimaux  with  their  sledges 
and  snow-constructed  dwellings,  the  American  Indian  with 
his  wigwam,  and  the  African  in  his  native  village — should  be 
the  first  means  adopted  for  interesting  and  instructing  the 
yoimg  pupil.  ' Picture  maps*  as  they  are  called,  are  most 
usefiil  for  preparing  the  way  for  the  ordinary  map.  They 
represent, //V/m^/^,  a  set  of  geographical  features  as  they 
would  appear  to  the  eye  of  a  spectator  placed  at  a  consider- 
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able  distance  above  them.  The  map  represents  many  of  these 
features  only  symbolically  ;  hence,  the  child's  ready  mastery 
of  the  picture  must  be  made  to  serve  as  a  key  to  the  inter- 
pretation of  the  map.  Series  of  ^picture  lessons '  may  be 
obtained,  with  the  picture  placed  above  the  map, 

3.  Maps. — ^Young  teachers  often  thoughtlessly  attempt 
to  teach  unknown  geographical  features,  by  putting  before 
the  class  that  conventional  representation  of  them  (probably 
equally  unknown)  which  we  call  a  map.  They  assert  that 
^the  map  is  a  picture^  a  statement  which  is  true  in  a  sense  so 
restricted  that,  if  the  child  were  not  accustomed  to  receive 
implicitly  all  his  teacher  says,  he  would  probably  re- 
fuse to  believe  it  Beginning  with  a  map  is  reversing  the 
proper  order  of  geographical  teaching  ;  as  well  might  the 
chemist  display  symbols  and  formulae,  .before  saying  a  word 
about  the  substances  and  experiments  which  they  represent. 
Besides,  a  map  has  a  notation  as  peculiar  to  itself  as  algebra, 
music,  and  chemistry  have. 

In  teaching  the  map  let  the  teacher  begin  with  drawing 
plans  of  simple  solids,  like  the  cube,  or  cylinder,  or  cone,  on 
a  black  board  placed  horizontally.  Let  him  proceed  to 
working  out  before  his  class  a  simple  plan  of  the  school- 
room and  its  surroundings.  Here  he  will  have  an  opportu- 
nity of  developing  the  idea  of  representations  drawn  to  scale. 
Then  the  teacher  may  extend  his  plan,  and  gradually  teach 
the  simpler  technicalities  of  map  drawings  the  meanings  of  the 
various  lines^  and  marks^  and  colours,  all  more  or  less  arbi- 
trary, which  distinguish  the  features  of  land  and  water. 

Maps  necessary  for  teaching  geography.  —  Some  of  the 
most  useful  cannot  be  purchased  ;  amongst  these  are  : 

(i)  A  neatly  worked  plan  of  the  school  buildings  and 
their  immediate  surroundings. 

(2)  A  boldly  executed  map  of  the  district. 

(3)  A  few  prepared  sheets  containing  outlines  of  the 
COtmty^  and  of  England^  with  details  boldly  marked,  and  fno 
in  number. 
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(4)  Several  important  maps,  such  as  the  cminfy,  England, 
the  British  Isles,  and  Europe,  should  be  executed  as  blank 
mapSy  with  the  principal  details  entered,  but  no  names.  These 
are  very  useful  for  testing  the  accuracy  and  extent  of  map 
knowledge. 

Printed  maps  are  also  required.  Unfortunately  these 
are  usually  so  overcrowded  with  names,  and  the  style  of 
printing  and  delineating  adopted  so  refined,  that  they  are 
more  useful  for  reference  in  the  study  than  for  class  teach- 
ing; but  some  of  the  more  recent  school  maps  exhibit  a 
promising  degree  of  improvement.  A  special  variety  of  maps, 
introduced  originally  from  Germany,  presenting  the  appear- 
ance of  models  in  relief,  are  useful  as  substitutes  for  the 
expensive  models  themselves. 

4.  Hints  on  methods  of  using  maps. 

(i)  It  is  a  great  help  to  young  children  in  their  first 
lessons,  to  have  the  map  placed  before  them  horizontally,  or 
nearly  so ;  and,  when  they  know  the  cardinal  points,  place 
the  horizontal  map  with  its  top  towards  the  North, 

(2)  When  the  nature  of  a  map  is  well  understood,  you 
can  hardly  use  it  too  much,  or  too  often,  in  your  geography 
lessons ;  but  accompany  its  use  as  often  as  possible  with 
pictorial  illustration,  or,  if  this  be  not  at  hand,  with  pictorial 
descriptions.  Do  your  best  by  these  means  to  get  your 
children  to  form  clear  mental  pictures  of  geographical  fea- 
tures. The  constructor  of  maps  carefully  surveys  the  actual 
scenes,  and  proceeds  to  represent  its  different  features  in  a 
map,  drawn  in  a  strictly  conventional  manner.  The  teacher's 
work  is  generally  the  reverse  of  this.  By  far  the  greater  por- 
tion of  the  subject  matter  of  geography  is  only  represented 
in  maps,  and  the  teacher  must  try  to  develope  the  picture 
from  the  map, 

(3)  Practise  much  the  art  of  sketching  maps  on  the  black 
bpard  from  memory,  and  in  your  lessons  draw  these  maps 
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esp^isxacKQ.  can  ochr  be  satbbctarihr  tanght  bf  means  of 

omr£»ef«dt&  tEitscratBOo.    We  hii>e  heard  lessons  on  die 

iscsipe  asi  ssoooci  of  the  exzdi  destctote  of  eren  sodi  ample 

£I:2>cc3£5cii  xs  :La  cm^  or  small  vooden  ball  woold  have 

aj£ba5ed :  liessocs  co  the  ibcraation  of  dev,  rain,  or  snow, 

wiAccc  asLjafeeuks  of  visiblir  condensii^  or  freezing  Tapoor  ; 

lessees  on  dfie  causes  cf  winds,  withoiit  a  simple  e3qperimait  to 

show  dkar  beit  expands  the  air.    The  teadier  who  perceives 

the  ctecessRT  of  treata^.  as  fiu-  as  possible,  scientific  &cts 

«^^ersRH3cdfci»?r,  wifl  noC  be  fikdv  to  commit  such  bhmdos 

Evenr  school  ^lOQld  be  prodded  at  least  with  sodi  simple 

applbncis  as  die  followii^  : — a  mariner's  compass,  a  qua- 

dianl»  an  ak-pomp,  a  barometer  and  diermometer,  a  pair  €( 

vagnels^  snch  sinqile  diemical  sq^nratos  as  will  suffice  for 

die  pRpuation  of  oarrgen,  hydrogen,  nitrogen,  and  carbonic 

ind  giBses;  and  some  soch  means  of  deteiminir^  small 

WBiinrf    of  tempcratnre  as  a  Ledie's  diermometer. 
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VIIL  CABINETS  OP  OBJECTS. 

A  collection  of  objects  has,  as  we  have  already  pointed 
out,  a  special  use  in  Connection  with  the  so-called  *  object 
lesson.'  But  it  has  a  far  wider  scope  for  usefulness  : — it 
will  furnish  means  of  adding  life  and  reality  to  many  other 
lessons.  How  much  the  interest  in  a  geography  lesson  is 
enhanced  when  the  teacher  is  able  to  put  into  the  hands  of 
the  class  specimens  of  the  products  named — or  illustrate  the 
structiu-e  of  a  cliff,  or  mountain  chain,  with  examples  of  rock 
of  the  same  formation !  The  reading  lesson,  the  natural 
history  lesson,  the  lesson  on  some  useful  manufactvure, 
may  all  benefit  in  a  similar  way. 

Every  school  should  have  its  school  museum,  to  which 
the  chilchren,  and  all  friends  of  the  school,  should  be  asked  to 
contribute.  We  are  speaking  from  experience  when  we  say 
that  the  idea  will  be  eagerly  taken  up  by  the  children,  and 
that  specimens  of  all  kinds  will  rapidly  accumulate  :  no 
purchased  cabinet  will  arouse  nearly  so  much  interest.  A 
suitable  case  must  be  provided,  and,  after  a  time,  some  form 
of  classification  may  be  attempted.  The  contents  of  the 
case  will  generally  fall  into  the  following  groups  :  (a)  Mineral 
substances^  consisting  of  ores,  different  kinds  of  building 
stone,  rocks,  and  fossils ;  {p)  Vegetable  substances^  such  as 
berries,  leaves,  specimens  of  grains,  raw  materials  like 
cotton,  hemp,  palm  oil,  vegetable  ivory,  woods  of  different 
sorts,;  (^)  Natural  history,  such  as  shells,  corals,  insects, 
stuffed  birds,  and  small  animals  ;  (d)  AnimcU  products,  such 
as  silk,  ivor}',  furs ;  (J)  Specimens  illustrating  local  manufac" 
tures  ;  (/)  Curiosities  of  antiquity,  or  oi  skilled  workmanship; 
i^g)  Models^  constructed  by  the  children. 
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IX.  PICTURES  AND   DIAGRAMS. 

Schools  are,  as  a  rule,  only  scantily  supplied  with  pictures 
and  diagrams,  although,  when  they  are  well  selected  and 
wisely  used,  they  form  a  very  important  aid  to  the  teacher. 
Unfortunately,  the  number  and  variety  of  good  school-room 
pictures  is  not  so  great  as  it  should  be  ;  the  following  sets 
are  to  be  obtained,  and  they  will  fairly  supply  the  ordinary 
needs  of  the  elementary  school : — a,  set  of  Scripture  prints,  a 
set  illustrating  Eastern  manners  and  customs,  scenes  in 
foreign  lands,  prints  illustrating  various  occupations  and 
manufactures,  natural  history  prints.  In  selecting  pictures^ 
the  teacher  should  see  that  they  are  likely  to  be  useful  for 
class  teaching,  that  they  are  boldly  and  broadly  drawn,  and 
to  a  sufficiently  large  scale,  not  too  crowded  with  details,  and 
naturally  and  tastefully  colovured. 

Diagrams  are  pictorial  representations  designed  solely 
with  a  view  to  teaching  utility.  Their  object  is  to  present  a 
distinct  view  of  the  essential  parts,  and  this  is  done  by 
omitting  those  elements  of  perspective,  light  and  shade,  and 
finish  which  make  up  the  picture.  The  elder  children 
should  all  be  taught  to  read  an  .easy  plan,  elevation,  or 
section,  and  the  teacher  ought  to  have  the  practical  ability 
to  draw  them.  If  his  artistic  skill  does  not  enable  him  to 
produce  an  effectively  drawn  and  coloured  sketch,  at  least 
he  should  be  able  to  draw  a  simple  black-board  diagram. 

The  way  to  use  objects  and  diagrams.— We  have 

only  space  for  one  or  two  practical  hints.  The  child's 
interest  and  curiosity  a:re  aroused  when  either  print  or  object 
18  brought  before  him ;  if  they  are  put  into  his  hand  he 
wiU  examine  them  with  keen  attention,  and  ask  many 
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questions.  Do  not  these  facts  sufficiently  indicate  a  good 
teaching  method?  The  teacher's  work  is,  not  to  describe  to 
the  chUdy  but,  by  a  proper  method  of  interrogation,  to  cause 
him  to  use  his  own  powers  of  observcUion^  and  furnish  his  own 
simply  worded  but  accurate  description. 
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OPINIONS    OF    THE    PRESS. 

'  Pupil-Teachers  and  all  who  are  engaged  in  the  instruction  of  young  pupils  will 
do  well  to  study  and  practise  the  principles  and  methods  laid  down  in  these  manuals. 
...  Direct  in  aim  and  serviceable  for  use.  .  .  .  They  abound  in  excellent  explana- 
tions, useful  suggestions,  and  needful  cautions.  .  .  .  All  the  difficulties  are  clearly 
pointed  out,^  with  the  best  modes  of  meeting  them ;  and  this  involves  the  incidental 
communication  of  much  knowledge  valuable  to  the  teacher.'  Athen^um. 

'  No  works  have  come  into  our  hands  for  a  long  time  that  we  can  recommend  more 
unreservedly  to  our  readers.'  Irish  Teachers'  Journal. 

'  We  regard  this  work  as  being  a  valuable  contribution  towards  the  discussion  of 
how  best  to  conduct  schools.'  Schoolmaster. 

'These  books  ought  to  be 'in  every  teacher's  hands;  more  than  this,  the  first  of 
them  ought  to  be  in  every  mother's  hands.'  Educational  Times. 

*  The  whole  series  is  valuable,  and  it  would  be  difficult  to  say  which  book  we 
like  best  Scholastic  World. 

'  The  whole  set  of  manuals  deserve  every  consideration  at  the  hands  of  the  great 
body  of  teachers.'  School  Board  Chronicle. 

'  Every  young  teacher  should  possess  them,  and  make  them  his  own  in  another 
sense  than  that  of  possession.'  Educational  News. 
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PUPIL-TEACHER'S  COURSE 
OF  MATHEMATICS. 

By  a  late  Fellow  and  Senior  Mathematical  Lecturer ;  Examiner  for  the 
Oxford  and  Cambridge  Board,  the  Cambridge  Syndicate,  &c. 

Part    I.— ETJOLID,    Books    I.   and   II. 

WITH  NOTES,  EXAMPLES,  AND  EXPLANA  TIONS. 

Price  is,  6d. 

This  is  the  First  Part  of  a  Course  oi  Mathematics  especially  written 
for  Pupil-Teachers,  whose  course  includes  Two  Books  of  Euchd, 
Algebra  to  the  end  of  Quadratic  Equations,  and  the  Mensuration  of 
Plane  Surfaces.  The  best  editions  of  Euclid  comprehend  several  books, 
and  are  therefore  unnecessarily  bulky  and  expensive  for  Pupil -Teachers; 
moreover,  the  notes  and  explanations  in  them  are  scanty  and  for  the 
most  part  adapted  to  a  more  advanced  class  of  students,  and  the  ex- 
amples are  not  graduated  sufficiently.  The  author,  who  has  seen 
many  thousands  of  mathematical  papers  worked  by  Pupil-Teachers  and 
Public  School  boys,  has  endeavoured  in  his  notes  and  hints  to  guard 
against  the  common  difficulties  and  errors;  and  it  is  hoped  that  not 
only  Pupil-Teachers,  but  also  all  others  who  are  commencing  the  stiidy 
of  Geometry,  will  find  this  little  book  useful. 

Part  II.— ALG^EBRA. 

Price  I  J.  6ii. 

The  Second  Part  contains  all  the  Rules  of  Algebra  which  Pupil- 
Teachers  are  required  to  study,  with  numerous  examples  and  explana- 
tions. Great  care  has  been  taken  to  give  the  proof  of  each  rule  in  as 
clear  and  simple  a  form  as  possible ;  and  the  illustrations  and  examples 
have  been  selected  so  as  to  meet  every  case  of  difficulty  which  boys 
experience.  Though  specially  \^Titten  for  Pupil-Teachers,  it  is  hoped 
that  this  little  book  may  be  useful  to  all  other  b^[inners. 
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NATIONAL  SOCIETrS  PUBLIGATIONS: 


ARITHMETIC. 

NATIONAIj    ABITjpMEfTIO,    adapted  to   the    New 

Oode. 


Part  First.         f Including  Standards  I.  and  II.} perdoz. 

Second.    (Standard  III.)         do. 

Third.      (Standard  IV.i          do. 

— -  Fourth.    ^Standard    V.)          do. 

Fifth.       (Standard  VI.)          do. 


s.  d» 


Key — Part  I.   containing  Answers  to  the  Questions  in  Parts  I. 

II.  and  III.           each  o    3 

Key — Part  II.  ditto,  parts  IV.  and  V do.  03 

Parts  together,  with  Keys           do.  14 

ABITHMETIOAIj  cards,  with  Answers,  adapted 

to  the  New  Code. 

Standards  I.  to  VI per  pkt.  o    8 

Manual  of  Arithmetic  for  National  Schools,  canvas    ..  each  o    7 

Key  to  ditto ^ do.  10 

Arithmetical  Tables,  New  Edition,  thoroughly  revised    . .        . .  per  zoo  10    o 

Mental  Arithmetic           per  doz.  x    4 

GRAMMAR. 

NATIONAL  ENGLISH  GRAMMAR,  adapted  to 

the  New  Code. 

Part     I.    Standard    II per  doz.  i    o 

II.    ■               III do.  10 

III.    IV do.  2    o 

IV.    V.andVI ; do.  2    o 

Manual  of  English  Grammar,  canvas         each  o    7 

Abstract  of  English  Grrammar         per  doz.  x    4 

Outlines  of  English  Grammar,  New  Edition       do.  14 

GEOGRAPHY. 

Elements  of  Geography,  N^w  Edition        each  o    6 

The  World,  an  Introduction  to  General  Geography  . .        . .  per  doz.  i    4 

Europe ^        do.  14 

Asia do.  i    4 

England  and  Wales       do.  14 

Colonies  of  Great  Britain,  New  Edition,  cloth  boards    ..        ..  each  x    9 

Text- Book  of  Scripture  Geography,  cloth do.  20 

Physical  Geography  of  England  and  Wales per  doz.    i    4 

British  India        do.  14 

Industrial  and  Commercial  Geography do.  14 

HISTORY. 

Outlines  of  English  History,  New  and  Revised  Edition,  with 

9  Maps,  cloth    ..        .. each  2    6 

Summary  of  the  History  of  England     • per  doz.  z    4 
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NATIONAL  SOCIETY'S  PUBLICATIONS, 


READING  BOOKS. 

NATIONAIi    BEADINa    BOOKS,    adapted    to  the 
BequireineiitB  of  the  New  Code. 

s.  JU 

The  National  Primer,  introductory  to  Book  First          . .        .  •    per  doz.  2   o 

Book  the  First.       (Standard      I.)          do.  30 

— — — —  Second.   (Standard    IL)          each  o   6 

Third.      (Standard  III.)           do.  08 

— — —  Fourth.   (Standard   IV.)          do.  i    o 

Fifth.      (Standard     V.)          do.  i    4 

Sixth.      (Standard    VL)          do.  i    4 

NATIONAIi  READING  BOOKS.    (ReUgioiifl  Series.) 

No.    I.      (Standards  I  and  IL)         per  doz.  3    o 

No.  II.    (Standard  III.)         ..        ..        each  o    4 

Readings  on  the  History  of  Our  Lord  Jesus  Christ  ..  do.  14 
Reading  Lessons  for  Evening  Schools,  Part  I.  cloth  do.  06 
Part  I L       ..        ..         do.  08 


Std.  z 


Std.  3 


COPY-BOOKS. 

NATIONAL  COPY-BOOKS. 

A  Graduated   Series  of  Writing    Exercises   in  Thirteen   Numbers, 

adapted  to  the  Standards  of  the  New  Code. 

'  No.    z.    Strokes,  Elementary  Forms,  Easy  Letters,  and^ 
Short  Words        

3.    Curved  Letters,  Words,  and  Figures 

3.  Capitals  and  Words 

2^.  Small  Hand  Letters  and  Words 

4.  Round  Hand  and  Small  Hand  in  double  lines 
and  Figures  

Sentences  in  Small   Hand  (double  lines)  and 
Figures 

Sentences  in  Small  Hand  (double  and  single 
lines)  and  Figures  


No. 

No. 
No. 
No. 


Std.  3 


Std.  4 


Std.  5 


Std.  6 


)    per  doz.  3f. 


Larp^e  Hand,  Round  Hand,  and  Small  Hand  in 
smgle  lines,  and  Figures  


Round  Hand,  and  Small  Hand,  and  Figures 

Small  Hand  in  single  lines 

Round  Hand  in  single  lines,  and  Small  Hand 

Commercial  Copy-Book 

Exercise  Book  to  No.  11 

'  In  which  the  requirements  are  '  a  short  Theme,  or  Letter ;  the  Com- 
position, Spellmg,  Grammar,  and  Handwriting  to  be  considered,'  an 
Ordinary  Exercise  Book  is  recommended.  Pnce  per  dozen,  from  if. 
to  15.  4</.  


No.    X2. 


'J 
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